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ABSTRACT 
A CASE STUDY OF THE RELATIONSHIP BETWEEN HIGH SCHOOL 
STUDENTS' LEVEL OF SATISFACTION, STUDENTS' 
ACADEMIC ACHIEVEMENT, AND THEIR INTEREST 
TO REMAIN IN SCHOOL 
FEBRUARY, 1990 
JULIO D. LARREGUI SANCHEZ, B.A., UNIVERSITY OF PUERTO RICO 
M.B.A., INTER AMERICAN UNIVERSITY OF PUERTO RICO 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Luis Fuentes 
This study focuses on the relationship between high school stu¬ 
dents' level of satisfaction, students' academic achievement, and 
their level to remain in school. Many studies and researchers have 
been blaming the school system for its failure to recognize that 
variables or factors outside the school environment are taking place 
and affecting students' level of satisfaction, academic achievement, 
and their interest to remain in school and complete a high school 
diploma. 
This study focuses on the base of students' perceptions or expec¬ 
tations regarding their school environment and an examination of sig¬ 
nificant correlations among variables that might distinguish particular 
factors. 
A Likert Rating Scale was used to measure students' level of 
satisfaction and their interest to remain in school. It was adminis¬ 
tered to 282 students. Student achievement was measured by their 
grades upon entering high school and the grades they received at the 
VI 1 
end of the marking period. The statistical analyses included fre¬ 
quencies for all variables, Chi-Squares, t-Test and Analyses of 
Variance, and multiple correlations. 
Four specific research questions guided the study. The analysis 
of the open-ended section of the survey instrument provided evidence 
that the students feel responsible for their success or failure in 
school. They acknowledge other sources that are interfering with their 
school work: lack of time to complete homework and personal/family 
problems, as well as peer pressure. 
Students' responses showed evidence of satisfaction with the 
school environment. The more favorable the school environment is, the 
more likely students are to remain in school and move ahead. Students 
perceive their parents' interest in their education is a main element 
in their satisfaction and motivation to remain in school. 
Students' part-time and full-time jobs could contribute to both 
students' level of satisfaction and dissatisfaction. It provides some 
valuable skills to the students, but in some cases it creates obsta¬ 
cles that make students fall behind in school. 
Students' level of satisfaction was indeed related to students' 
academic achievement and their interest to remain in school. They do 
want to finish high school. 
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TABLE OF CONTENTS 
Page 
ACKNOWLEDGMENTS . 
ABSTRACT. vii 
LIST OF TABLES. xii 
LIST OF QUESTIONNAIRES. xiv 
Chapter 
I. INTRODUCTION . 1 
Statement of the Problem . 2 
Purpose of the Study. 3 
Definition of Terms  4 
Significance of the Study  5 
Limitations of the Study  5 
Organization of the Study . 6 
II. REVIEW OF THE LITERATURE. 7 
A Perspective on Student Marginality . 7 
Elements Contributing to Students' Level of 
Satisfaction in School  9 
Curriculum . 9 
Teachers' Behavior  10 
Parental Attitudes  14 
Socioeconomic Background . 16 
Tracking. 19 
Counselors' Attitudes  23 
Effects of the Levels of Satisfaction on 
Students: Dropouts . 
Characteristics, Motives, and Factors 
Contributing to Dropouts . 
Family Characteristics 
Inadequate Housing . 
Ethnic Group .... 
School Rules .... 
Attendance  
Suspension . 
Part-Time Jobs . . . 
29 
30 
30 
32 
33 
34 
35 
IX 
Chapter 
Teenage Pregnancy . 37 
Drugs and Alcohol Abuse.. . 39 
Consequences of Dropout  43 
Suicide. 44 
Corrective Measures  46 
Conclusions. 48 
III. METHODOLOGY. 51 
Site of the Study. 51 
Target Population of the Study . 53 
The Study. 56 
Instrumentation . 57 
Instrument Field-Testing  58 
Data Collection. 59 
Data Analysis. 59 
Reliability. 60 
IV. RESULTS AND ANALYSIS OF DATA. 73 
Description of the Sample . 
Questionnaire Results by Question for the 
Entire Sample  
Questionnaire Results for Sample Subgroups, 
Including Statistical Comparisons . 
Correlations Between Pre-High School and High 
School Grades and Each of the Questions, 
Reliability, and Cross-Tabulations Between 
Question 24 and Each of the Other 23 Questions . . . 
Students' Attitudes Related to 
Research Question 4 . 
Open-Ended Responses  
V. CONCLUSIONS AND RECOMMENDATIONS . 
Conclusions  
Question 1: What Is the Level of 
Satisfaction of the High School 
Students? . 
Question 2: What Are the Factors 
Contributing to Students' 
Dissatisfaction at the High School 
Level?  
73 
79 
82 
121 
125 
130 
134 
134 
134 
137 
x 
ChaPter Page 
Question 3: How Does This Level of 
Satisfaction/Dissatisfaction Affect 
Their Academic Achievement? . 139 
Question 4: How Does the Students' Level 
of Satisfaction/Dissatisfaction Affect 
His/Her Interest to Remain in School? . 139 
Recommendations to Improve Students' Level of 
Satisfaction . 143 
Recommendations for Future Research . 145 
APPENDICES. 146 
A. STUDENTS' ANSWERS TO OPEN-ENDED QUESTION 1: 
MAJOR PROBLEM REGARDING YOUR EDUCATION 
(ENGLISH AND SPANISH VERSION) . 147 
B. STUDENTS' ANSWERS TO OPEN-ENDED QUESTION 2: 
RECOMMENDATIONS TO IMPROVE THE PRESENT 
EDUCATIONAL SYSTEM (ENGLISH AND SPANISH VERSION) . . 150 
BIBLIOGRAPHY  154 
xi 
LIST OF TABLES 
1. DROPOUT INCIDENCE IN SPRINGFIELD, MASSACHUSETTS, 
HIGH SCHOOLS (SEPTEMBER, 1988, TO 
JANUARY, 1989) . 52 
2. DISTRIBUTION BY ETHNIC GROUP . 54 
3. PARTICIPANTS IN THE STUDY. 55 
4. DISTRIBUTION BY GRADES. 56 
5. NUMBERS AND PERCENTAGES OF THE DEMOGRAPHIC FACTORS 
FOR 282 RESPONDENTS TO THE QUESTIONNAIRE. 75 
6. MEAN, STANDARD DEVIATION, MINIMUM, AND MAXIMUM 
FOR DEMOGRAPHIC FACTORS FOR 282 RESPONDENTS TO 
THE QUESTIONNAIRE. 78 
7. MEANS AND STANDARD DEVIATIONS FOR QUESTIONS 1-24 
ON STUDENT QUESTIONNAIRE* FOR 282 RESPONDENTS . 80 
8. MEANS AND STANDARD DEVIATIONS FOR ETHNIC GROUPS: 
WHITE, BLACK, AND HISPANIC . 83 
9. F RATIOS FOR DIFFERENCES BETWEEN ETHNIC GROUPS: 
WHITE, BLACK, AND HISPANIC  88 
10. MEANS AND STANDARD DEVIATIONS FOR GRADE 10, 
GRADE 11, AND GRADE 12. 91 
11. F RATIOS, DEGREES OF FREEDOM, AND PROBABILITY 
LEVELS FOR SIGNIFICANCE OF DIFFERENCE BETWEEN 
GRADE 10, GRADE 11, AND GRADE 12. 95 
12. MEANS AND STANDARD DEVIATIONS FOR ENGLISH (N=238) 
AND SPANISH (N=44) FORMS WITH T TEST STATISTICS, 
DEGREES OF FREEDOM, AND PROBABILITIES . 9? 
13. MEANS AND STANDARD DEVIATIONS FOR MALE AND FEMALE 
FORMS WTIH T TEST STATISTICS, DEGREES OF 
FREEDOM, AND PROBABILITIES . 1U 
14. MEANS AND STANDARD DEVIATIONS FOR WORKING AND 
NONWORKING STUDENTS WITH T TEST STATISTICS, 
DEGREES OF FREEDOM, AND PROBABILITIES . 1U' 
xi i 
Table Page 
15. MEANS, STANDARD DEVIATIONS, AND T TEST RESULTS 
WITH DEGREES OF FREEDOM AND PROBABILITY FOR 
DIFFERENCES BETWEEN SPANISH FIRST LANGUAGE AND 
ENGLISH FIRST LANGUAGE STUDENTS . 113 
16. MEANS, STANDARD DEVIATIONS, AND T TEST RESULTS 
WITH DEGREES OF FREEDOM AND PROBABIILTY FOR 
DIFFERENCES BETWEEN COLLEGE PREPARATORY AND 
BUSINESS COURSE STUDENTS  117 
17. CORRELATIONS BETWEEN ENTERING GRADES (AVERAGE 1) 
AND FIRST MARKING PERIOD GRADES (AVERAGE 2) 
FOR QUESTIONS 1-24 ON THE STUDENT QUESTIONNAIRE .... 122 
18. CROSS-TABULATIONS OF QUESTIONS 1 THROUGH 23 WITH 
QUESTION 24 WITH CHI SQUARE VALUES, SIGNIFICANCE 
LEVELS, AND CONTINGENCY COEFFICIENTS FOR 282 
RESPONDENTS TO THE QUESTIONNAIRE . 126 
19. MEANS AND STANDARD DEVIATIONS FOR FOUR 
COMBINATIONS OF QUESTIONNAIRE ITEMS . 135 
XI1 1 
LIST OF QUESTIONNAIRES 
1. STUDENT QUESTIONNAIRE . 
2. CUESTIONARIO PARA ESTUDIANTE . 
Page 
61 
67 
xiv 
CHAPTER I 
INTRODUCTION 
The quality of education in the American school system has been a 
focus of critique during the past decades. Many factors are contribut¬ 
ing to this issue: 52 percent of high school dropouts are unemployed 
or are receiving welfare; the annual cumulative cost of dropouts to 
American taxpayers is $75 billion in welfare benefits and lost tax 
revenue; 60 percent of prison inmates are high school dropouts--the 
annual cost of housing each one is $15,000; 87 percent of pregnant 
teenagers are high school dropouts (Kunisawa, 1988). 
During the last years, war has been declared against the high 
school dropout problem in the United States. Hundreds of millions of 
dollars are spent annually on different programs trying to fight what 
is called the "crisis in education." Those programs include the teach¬ 
ing of reading, research, reproduction of textbooks, and training of 
teachers; but the problem is complex and the plague continues. 
Edelman (1986) has indicated that the alarming school dropout rate 
is the most immediate consequence of our school system's failure to 
meet the needs of children. Some elements have been identified in the 
literature as having a lot to contribute to students' satisfaction in 
school: curriculum, the behavior of teachers and counselors, parental 
attitudes, socioeconomic background, and tracking. These levels of 
satisfaction will influence a student's attitude and interest to 
remain in school. Youngsters who fail to complete high school often 
1 
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face bleak futures with limited prospects for self-sufficiency. 
Many of those teenagers are unemployed, and when they are employed, 
they have the lowest jobs. Many of the dropouts are in jail, further 
complicating the problem. Others face or deal with early parenthood 
that adds up to a life of poverty and deprivation for themselves and 
their children as well as adding to the welfare rolls. This is the 
picture of a vicious circle that programs and the entire educational 
system are failing to solve, or at least to control, in order to be a 
healthy nation. 
Statement of the Problem 
As the problems of education grow, they create confusion and con¬ 
flict for individuals and society. Consequently, it is imperative for 
us to understand their roots as well as future implications. Wheelock 
(1986) has indicated that schools alone cannot solve the dropout prob¬ 
lem and that schools should heed the research and review policies and 
practices that create negative experiences which often push students at 
risk to the brink of dropping out. The author also indicated that data 
from the study. High School and Beyond, once analyzed, demonstrated 
that most students surveyed in their sophomore year of high school 
expected to graduate. 
It is important for educators and administrators to become aware 
of the factors that could affect or damage a student's self-esteem for 
the rest of his/her life. Also, those factors that affect their per¬ 
ceptions and expectations should be considered in order to understand 
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the implications of such variables and be able to work with them. 
Considering those factors, we can develop curriculum according to their 
needs. As part of society, youth need all the opportunities to benefit 
their quality of life that will result as an asset for the entire 
nation. 
The present study investigated the relationship between high 
school students' level of satisfaction, students' academic achievement, 
and students' interest to remain in school. 
Purpose of the Study 
The purpose of the study was to investigate the relationship 
between the high school students' level of satisfaction, students' 
academic achievement, and students' interest to remain in school. 
Specific answers to the following questions were sought: 
1. What is the level of satisfaction of the high 
school students? 
2. What are the factors contributing to students' dis¬ 
satisfaction at the high school level? 
3. How does this level of satisfaction/dissatisfaction 
affect their academic achievement? 
4. How does the students' level of satisfaction/ 
dissatisfaction affect his/her interest to remain 
in school? 
4 
Definition of Terms 
In order to secure a basic understanding within this research 
study and avoid generalizations and misconceptions, it is necessary to 
define certain key words and concepts: 
Academic achievement: Knowledge attained or skills developed in 
the school subjects, usually designated by test scores or by marks 
assigned by teachers, or by both; it measures how much a student had 
learned and how he/she feels. For the purpose of this study, the 
grades at the end of the marking period will be considered. 
Attitude: A predisposition to reach certain persons, objects, 
situations or ideas in a particular manner--not always consciously 
held nor readily verbalized (Good, 1973). 
Level of satisfaction: The level of fulfillment or gratification 
of a desire or a need. 
Motivation: The forces that initiate, direct, and sustain stu¬ 
dent behavior in order to satisfy a need to attain a goal. 
\s Perception: Student's ability or deficiency to interpret the 
evaluation system in school. It is a subjective process where the 
individual student makes his/her own interpretation and converts it 
into a meaningful and coherent picture of the world. 
Retention: The fulfillment of the requirements that must be met 
by students in order to remain in school. 
Self-concept: A student's perceptions of himself/herself. 
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Significance of the Study 
The data collected through this study is a contribution to the 
existing programs and for the development of future programs. Informa¬ 
tion can be used to fill the needs of the students that, at this 
moment, seem to be at risk. 
The study identifies those factors that are contributing to low 
satisfaction of students in school, forcing some of them to drop out as 
an alternative. It identifies the population to be most affected. 
The study also provides theoretical information for teachers, 
counselors, administrators, parents, and community members regarding 
the reality of our students, their problems, concerns, and needs. 
Taking this information into consideration will help all of us to 
understand the students' level of satisfaction in school and to pro¬ 
vide meaningful environments/experiences for them that will make school 
a better place in which to be and learn. 
Limitations of the Study 
This study is limited by the following factors: 
1. Only one school was involved in the study. 
2. All participants were self-selected (those with 
parental consent), thus no random sampling was 
followed. 
3. The results of the study were determined by percep¬ 
tions and attitudes of respondents, thus eliciting 
subjective information. 
6 
4. The study was restricted to students at grade 
levels ten to twelve. 
Organization of the Study 
The dissertation is divided into five chapters. In Chapter I, 
the introduction, background of the problem, purpose of the study, 
and definition of terms are presented. Chapter II provides a review 
of the literature and research on factors affecting students' level of 
satisfaction at the high school level and its effects on students: 
dropouts, its consequences, and corrective measures. Chapter III 
presents the methodology followed in the research. Chapter IV presents 
the results of the study. Chapter V details the conclusions reached 
as a result of the study and suggests recommendations for the improve¬ 
ment of conditions at the high school level, program development to 
help students cope with their difficulties, as well as recommendations 
for future research. 
CHAPTER II 
REVIEW OF THE LITERATURE 
This section reviews relevant research studies dealing with stu¬ 
dents' marginality and levels of satisfaction in school, and their 
effect upon students. 
The first part presents a perspective on student marginality. 
Elements contributing to students' levels of satisfaction follows. 
The last section focuses on the effect of these levels of satisfaction 
on students: dropouts, its consequences, and corrective measures. 
A Perspective on Student Marginality 
It is well known that youth who perform well in the classroom 
become socially acceptable and are rewarded by teachers and administra¬ 
tors, as well as peers. On the other hand, youth who are not that suc¬ 
cessful are constantly reminded about their misfortune by everyone 
around them, as well as by an absence of institutional rewards. School 
rules and education policies and requirements, as well as peer defini¬ 
tions, will keep most of the unsuccessful students out of social activi¬ 
ties of the school. A further step is the subsequent deterioration of 
the youth's self-esteem. These young people become frustrated, 
alienated, and fall further behind. 
Joyce (1983) has defined marginality as a condition that exists 
when a learner has difficulty relating to an educational environment 
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and profiting from it. It has been stated in the literature that the 
difficulties of marginal learners arise in a major way from interaction 
between individuals and the school environment, and not from the indi¬ 
vidual alone. Thus, administrators and teachers are key leaders for 
enhancing the environment in ways that reduce dissatisfaction and help 
individual students to develop their full potential. 
People in school settings have a general idea of what is accepta¬ 
ble behavior within the school setting. School settings are crowded 
with innumerable rules that are sometimes vague and contradictory and 
open to different interpretations by students, parents, and adminis¬ 
trators. 
Deviant behavior has been viewed as an individual's response to 
this set of rules, and it can result in individuals being pressured to 
engage in nonconforming behavior that can lead to marginality and dis¬ 
satisfaction. It is important to observe that marginality and dissatis¬ 
faction take more than breaking a set of rules. Marginal status in a 
school is a matter of social definition and response. In some cases, 
school environments create marginal students first by having rules 
infraction of which is considered or constitutes deviant behavior and 
then by labelling and treating transgressors of the group as marginal. 
Students react in many ways to rules they do not understand or 
do not have meaning for. Rebellion takes place when students not 
only reject existing goals, rules, and means, but come to create oppos¬ 
ing goals, rules, or means to those already in effect. This manifesta¬ 
tion is often expressed through school-directed violence, interpersonal 
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violence, or classroom disturbance. As students progress or regress 
toward rebellion, they become more and more disaffected and less and 
less willing to conform in a productive manner to the educational 
environment. 
Elements Contributing to Students1 Level of 
Satisfaction in School 
The following elements have been identified in the literature as 
having a significant contribution to student satisfaction in school. 
Curriculum 
Increasing numbers of students experience difficulties with read¬ 
ing, writing, and mathematics. Some students have been permitted to go 
through elementary and junior high schools functionally illiterate. 
Once they get to high school, these difficulties increase. Students 
are penalized and are not allowed to participate in extracurricular 
activities, since they are not able to meet the requirements for such 
participation. Students become alienated and their interest to remain 
in school decreases. Too often, schools offer a general but not too 
challenging or meaningful program of studies that provide a high school 
general diploma. The majority of special programs do not address skill 
deficiencies, and some of our general diploma graduates are unskilled 
and unable to find a decent job after graduation. Some students do 
not even believe the promise that education assures them a better 
future (Kunisawa, 1988). Schools should make an effort to offer a 
meaningful curriculum. Everyone should be working together to design 
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a curriculum that fits and makes sense for the students. Teachers 
should be flexible enough to examine and adapt a curriculum according 
to students' needs. 
Differences in learning styles between students and teachers and 
between students and the curriculum have been given as an excuse for 
the low academic performance and for the dropout of students from high 
school. These differences have also been used to blame minority groups 
and poor people for their low academic performance. We cannot "attempt 
to interpret the cultural substance of one group in terms of the cul¬ 
tural substance of another" (Hilliard, 1989). In the field of educa¬ 
tion, the cultural dimension is very important and cannot be taken for 
granted to confuse race and social class with culture. Both can be 
associated, but they are not synonymous. 
Teachers' Behavior 
Teachers' attitudes and expectations have been identifed as a key 
element in terms of student academic success, self-esteem, level of 
alienation and/or marginality, and satisfaction and dissatisfaction. 
An expectancy or expectation set is a conscious evaluation which one 
person forms of another, or him/herself, which leads the evaluator to 
treat the person evaluated in such a manner as though the assessment 
were correct (Finn, 1972). Many studies have followed the publication 
of Pygmalion in the Classroom, which is considered the pioneer in terms 
of teacher expectations and student academic achievement. Many of 
these studies support the idea that positive or favorable teacher expec¬ 
tations could lead to an increase in the intellectual competence and/or 
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academic achievement of students. Pluralism characterizes many of 
today s schools. Today's schools are struggling with enormously com¬ 
plex racial issues, student learning disabilities, student lack of 
interest, increasing dropouts, lack of parental support, and so forth. 
The minority student population has increased considerably since 1970, 
and yet many administrators and teachers are not ready to deal with 
this reality in a positive way. Teachers exhibit the culture and 
values of the American middle-class society which, in many cases, is 
not the same as their students. 
The literature has identified some student attributes which elicit 
differentiating teacher expectations and attitudes. Among these stu¬ 
dent attributes are: race, ethnicity, socioeconomic status, divergent ^ 
speech patterns, level of ability, sex, and classroom behavior. 
Studies have concluded that many teachers tend to see the schools quite 
negatively in comparison to the pre-desegregation era. Most multi¬ 
racial urban centers are overcrowded and serve a lower socioeconomic 
population. Teachers have lower expectations for these students. They 
demand less from the students; they assign less homework; and they are 
more permissive, teach less, and offer less alternatives in the class¬ 
room (Oakes, 1988). Day by day classroom behavior is affected by the 
students' beliefs about their own abilities and perceptions and their 
prospects for academic success. Students come to believe that their 
teachers' expectations are correct and they are likely to function as 
self-fulfilling prophecies. Expectations can function as self- 
fulfilling prophecies only when they involve sustained, systematic, 
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over- or underestimates of students' actual achievement potential. 
The low expectation students come to perceive less effort-outcome 
covariation than his/her high expectation classmates. This lesser per¬ 
ception of effort-outcome covariation may, eventually, reduce the low 
expectation students' desire to expand efforts in the future, thus, 
decreasing the students' future likelihood of success and eventually 
leading to dissatisfaction and marginality. 
The attitudes toward students held by teachers can easily harden 
into labels and stereotypes. Researchers have noted strong positive 
correlations between the ways teachers viewed student problems and the 
academic, behaviorally delightment behaviors students followed in 
school. To become a certain "type" of marginal person, one must be 
labelled as such and accept such label. Literature provides evidence 
that teachers can be trained to modify their behavior toward students 
who are less successful in school (Bastian, 1988; Goodlad, 1984; 
Sinclair & Ghory, 1986). 
Minority students are more likely to exhibit the attributes that 
already have been identified as factors differentiating teacher expec¬ 
tations and attitudes. Too often, teachers believe a student is unable 
to meet the requirements of the class just because he/she is a member 
of a minority group, cannot speak the target or standard language, or 
belongs to a different ethnic background. Based on their own beliefs, 
these teachers do not even bother to provide alternatives for the stu¬ 
dent to develop his/her intellectual capacity. Studies have concluded 
that teachers give less attention to non-White students as they request 
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less participation from them, less frequently encourage minority stu¬ 
dents to continue with an idea, ignore a greater percentage of their 
statements, praise them less, and criticize them more (Delgado-Gaitan, 
1985; Oakes, 1988; Oldenquist, 1985). 
In terms of language, the literature shows that teachers tend to 
associate nonstandard English with negative attitudes and to develop 
low expectations for achievement in students who speak in this manner 
(Labou, 1968; Ramirez, 1985). There is also a relationship between 
social class and language patterns. The majority of educators tend to 
believe that a particular child is intelligent because he/she has an 
extensive vocabulary. With the bilingual student, there is evidence 
in the literature of teachers' negative attitudes toward their speech 
patterns that generate low assessments of their students' language, 
ability, and performance and lead to low grades and wrong placement in 
special education programs (Delgado-Gaitan, 1985; Gay, 1986; Petrovich, 
1987; Ramirez, 1985; Saville-Troike, 1973; Spolsky, 1969; Troike, 
1982-83). 
Studies show that teachers consider the bilingual student to be 
at a disadvantage as far as language is concerned. Shuy (1981) has 
indicated that beliefs about the unwillingness or inability of the 
Hispanics to learn English in the United States exist without reliable 
information, and they affect the expectations teachers hold for 
Hispanic students. Unfortunately, bilingualism is poorly understood 
itself by many educators and administrators and for this reason, bilin¬ 
gual students are subject to a great deal of prejudice and stereotypes. 
14 
Teachers should make an effort to adapt their behavior since 
their behavior has been identified as a contributor to the creation of 
marginal learners. We are not trying to blame teachers for the prob¬ 
lem of marginal learners but yet we are sure that teachers can help to 
reduce the problem by creating positive conditions and environments in 
the classroom. 
Parental Attitudes 
Much work has been done in the area of parental attitudes toward 
school and their effect on the child's academic program. Literature 
provides evidence that the child's educational attainment is highly 
correlated with that of the parents (Gay, 1986; Hofferth, 1987; Rossa, 
1986). Parents who were not able to complete their formal education 
tend to offer less support for and interest to their children's educa¬ 
tion. Sometimes they lack the necessary skills to help their children 
with the school work. Some one-parent families find it more difficult 
to motivate and stimulate their children for further education. The 
activities and experiences that parents provide their children at home 
are very important for their educational future. Parental attitudes 
and family background have obvious possible relevance to students' 
school attendance as well as academic achievement. 
Parental involvement is a very important resource. A more posi¬ 
tive effect on achievement has been found when parents provide rewards 
for improvement in class assignments. Parents who take a more active 
role in their child's educational and social life are more likely to 
their children to study harder and spend less time on other encourage 
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things, like television or other activities that are not a priority in 
their educational process. 
In general, we can say that most parents are interested in their 
children's education. They want to help but sometimes they do not know 
how. School seems to be so far away from home. School staff do not 
want to be bothered by parents. They expect parents to participate in 
minor areas but never in terms of decision making (Bastian et al. 1985; 
Parsons, 1985). 
Parents of minority students too often do not understand school 
and society rules. They are afraid to go to school because they do not 
understand the language and, in many cases, school staff make them feel 
inferior, out of place, and ashamed of themselves. 
Another situation in the schools is that educators are dealing 
with many students of single or divorced parents. The children of 
divorced parents increase by 1.1 million each year, and by 1999, one 
out of every two children may experience a parental divorce. This 
style of life will be forever altered and, in time, will stabilize, 
but how and when depends on how the adults in the child's life handle 
divorce and subsequent changes in lifestyle. As Dworkin (1977) said: 
A National Association of School Psychologists study reports 
academic test scores were the same for children from simi¬ 
lar economic backgrounds regardless of whether their fami¬ 
lies were divorced or not. It indicated differences in 
social adjustment. Those children from divorced homes were 
absent more often and were more likely to be hostile or 
withdrawn. Those students face a lot of difficulties: 
they often feel ashamed and hide the situation from their 
friends. The youngster spends most of his/her day in school 
and the school should be the place where he/she finds 
acceptance and reassurance, (p. 32) 
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Teachers, counselors, and administrators must recognize family 
changes and help students make the necessary adjustments. School 
staff, especially educators, should hold high expectations for every¬ 
one because every child has a potential, every child can succeed, and 
all of them count. They are very important for the future of our 
society, for the future of the nation; and if they do not feel they 
are important, everyone is responsible for their failure. 
Socioeconomic Background 
Stern (1987) pointed out that the number one problem of American 
families is their increasing poverty. Teachers, administrators, and 
other staff know that poverty is directly connected to a host of 
school problems: dropouts, truancy or absenteeism, and low motivation. 
According to different studies. White families have always had 
much lower poverty rates than Black families (9 percent compared to 
31 percent in 1984); the rate of increase among Whites has been nearly 
three times as great as the rate among Blacks. It is also stated that 
of the 1.8 million new poor families added since 1979, 1.3 million are 
White and 372,000 are Black (Moynihan, 1986; Stern, 1987). 
The poverty level of female heads of households among all races 
reached to 40 percent in 1983, including 36 percent of householders, 
55 percent of children, and 22 percent of other family members. Home 
environment is a very important factor for children s success in 
school. White students count on many educational resources at home-- 
books, newspapers, calculators, computer games, microcomputers; other 
minority groups lagged far behind on these advantages (Oakes, 1988). 
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According to statistics, an estimated 30 to 50 percent of 
American children are entering school with levels of deprivation that 
put them at risk of school failure. It is very important to provide 
them with the moral force needed in order to help those children with 
a positive self-image necessary to continue their progress throughout 
life. As Bastian (1988) said: 
Educating for citizenship, by example and by practice, 
means that children can raise their expectations for a 
democratic future in at least three ways: they perceive 
that realities change, they learn that they can contribute 
to changes, and they begin to envision what new realities 
can be. (p. 32) 
The social and economic circumstances in the family are not the 
same as the traditional one. The traditional family consisted of a 
male wage-earner, a full-time female housekeeper, and children either 
at home or at school. Stern (1987) stated that over this century the 
family has undergone major changes--the rise of the nuclear family, 
the extension of schooling, the democratization of family decision 
making, and the massive entry of women into the labor force. These 
changes have created new stresses and obstacles for individuals and 
families. The family has been forced to adjust and adapt to the new 
demands of society. The changes in which society has evolved provides 
for the creation of new institutions to overcome the societal needs, 
therefore, new programs and agencies have emerged. 
Oakes (1988) pointed out that family income is probably less 
important in itself than its clear connection to the level of education 
students' parents attained; and parent education is an important pre¬ 
dictor of minorities' school success. We can observe this in minority 
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students' participation in mathematics and science. The relationship 
to level of parents' education is closely connected to the level of 
parents expectations and aspirations for their children and the amount 
of encouragement they provide. When family income and parent educa¬ 
tion are controlled, much of these educational differences between 
minorities and Whites disappear (Oakes, 1988). 
Concerning education, family changes during this decade are impera¬ 
tive factors that need to be focused on in order to understand and 
satisfy the needs of society. Many of our students come from a female 
head of household family. The growth of female head of household 
families is the result of fewer marriages, more unwed mothers, and more 
divorces. As Stern (1987) cited, in 1970, 11 percent of families were 
headed by women; by 1984, there were 16 percent. He also reported that 
between 1970 and 1984 the proportion of families with female head of 
households increased by 52 percent among Blacks (from 28 to 43 percent), 
while the increase among Whites was 40 percent (from 9 to 13 percent). 
There is a need to continue conducting research in our families, 
to understand and work, and to design goals according to the needs of 
these alienated children. There is a need to prepare students to be 
responsible family members and citizens of their communities and our 
society (Comer, 1988). 
Research has indicated that the growth in female-headed families 
has affected the family status of children. Studies indicate that in 
1984, 15 percent of White children and 40 percent of Black children 
lived with only their mother. On the other hand, the proportion of 
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children living with both parents has declined (from 83 to 81 percent 
for Whites and 42 to 41 percent for Blacks), resulting in a major 
shift in the family status with children moving to live with foster 
parents or other relatives with only one parent (Stern, 1987). 
Hispanic families, as part of the minority population in the 
United States, were confronted by many problems shared by all minori¬ 
ties (but with Hispanics at the lowest level). If the expectations of 
the Hispanic population or Hispanic students are not adequate now, 
according to researchers, the problem in the schools will continue to 
grow. Teachers or educators, administrators, and the entire society 
need to become aware of this situation that touches everyone. It is 
the responsibility of everybody--most importantly, school administra¬ 
tors, policy makers, and government. Priority must be given to prevent 
additional problems in the future since the Hispanic population in the 
United States is increasing at a rate six times faster than that of the 
nation as a whole; and it is expected that by the year 2020, Hispanics 
will constitute the largest minority group in the United States (U.S. 
Bureau of the Census, 1985). 
Tracking 
Tracking is a controversial, nationwide practice in our schools 
at all levels. Often, children in schools are grouped according to 
their ability. Some schools have higher, middle, and lower tracks, 
while others use different categories as a criteria for class or pro¬ 
gram placements. The major concern is that, most of the time, group¬ 
ing according to the student's ability is self-perpetuating, and 
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students remain within the same group throughout their entire school 
life. 
According to Felix-de Le6n (1985), some of the problems associated 
with tracking are that teachers, students, and administrators are aware 
that upper-track classes are supposed to perform well and lower track 
classes are not; it is a disservice to the so-called bright students 
who come to believe that to be bright is to perform well on tests 
resulting in alienation from their true abilities. Homework depends 
upon the particular class and its level; but, in general, little home¬ 
work is assigned to the lower groups, according to Perrone and 
Associates (1985). One example related to homework, as research indi¬ 
cates, is that in certain high schools, the college preparatory program 
is likely to give eight to twelve hours of homework per week; and in 
other programs, two to five hours of homework per week is assigned. 
It is demonstrated that a larger number of students work, but homework 
depends on the fact that many teachers hold very limited expectations 
for students in lower groups. 
Goodlad (1984) indicated that students sometimes perceive that if 
they do not plan to go to college, the school does not think they are 
very important. On the other hand, teachers come to believe that those 
students who are in lower tracks are not interested, have a low self¬ 
esteem, cannot perform well in school or in their future lives, causing 
deterioration for those groups. Students also feel that they cannot do 
much because they are all in the same negatively labeled group. They 
develop a negative attitude towards personal growth and development. 
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For these reasons, the students have fewer opportunities to 
learn. 
Minorities and poor students, it seems, are more likely to be 
placed in low-ability groups. These students are less likely to be 
fond in programs for gifted students or in college preparatory tracks. 
These factors have limited the poor or minority students to not even 
consider college level studies. 
Oakes (1988) pointed out that national statistics on academic 
achievement, high school completion, acquisition of college degrees, 
occupational status, and income all reveal substantial inequities in 
the accomplishment and representation of racial and ethnic minorities, 
and the poor. It is also indicated that the discrepancies in these 
inequities are most extreme in science and mathematics attainment. 
Oakes (1988) states: 
While it is tempting to lay blame for low achievement and 
participation in mathematics and science on the disadvan¬ 
tages that poor and many minority students bring with them 
from home, their school experiences contribute to these 
disappointing outcomes as well. Schools often respond to 
race and class in ways that exacerbate the difficulties 
of minorities and the poor. Assessments of students' cur¬ 
riculum tracks is one of the most obvious examples of this 
nexus of students' characteristics and school experiences. 
Judgments about academic ability often lead to the place¬ 
ment of students in separate elementary and middle school 
classes and to enrollment in different senior high school 
courses. This placement, in turn, mediates students' 
opportunities to learn science and mathematics, (p. 117) 
Evidence by scholars suggests that tracking has no overall posi¬ 
tive effects. Oakes (1988) states that students in the lowest group 
achieve less than students with comparable ability in higher groups or 
in heterogeneous classes; and, in some cases, high-ability students 
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achieve just as well as mixed classes. The future consequences of 
those practices are painful; the damage to anyone will probably con¬ 
tinue forever. The day-by-day lives of children are broken off if we 
do not pay the necessary attention to them and provide for their 
needs. 
Goodlad (1984) and Oakes (1988) have demonstrated that higher- 
ability students are expected to spend more time doing homework and 
their teachers tend to be more enthusiastic: instructions are made 
very clear, use of strong criticism or ridicule is found less fre¬ 
quently than teachers of low-ability classes, classroom tasks are 
often better organized, and students are given a greater variety of 
activities to work with. Students who need more time to learn appear 
to receive less and those who have the most difficulty learning seem 
to have fewer of the best professional services from teachers, coun¬ 
selors, and administrators. 
A study by a team from Stanford University during the late 1960s 
and 1970s, in which students were followed through their high school 
years, indicated that the high school population was divided into four 
distinct "tracks": the honor track with about 10 percent of all stu¬ 
dents, the remedial track with 10 to 15 percent, the college prepara¬ 
tory track with up to 35 percent, and the largest group of all, the 
general track, with approximately 45 percent. It was found that stu¬ 
dents in the largest group (the general track) were the weakest and 
most incoherent in the program. Students from the college-bound track 
had to take a certain number of academic courses to satisfy entrance 
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requirements and students in the general track did not even face this 
minimal discipline. The research findings also indicated that students 
from the general track had fewer requirements to fulfill and more elec¬ 
tives to choose from and, usually, received no advice from counselors. 
The result was that they ended up with a high school diploma, but with 
lesser education. They were schooled for working below their potential 
and taught that everything in life has to be easy. It seems that some¬ 
thing negative was internalized, probably for the rest of their lives. 
This concern has been expressed by Goodlad (1984) as follows: 
Studies have shown that students placed in middle or lower 
tracks tend to have lower self-esteem, more school mis¬ 
conduct, higher dropout rates, and higher delinquency. 
Track placement affects whether or not students plan to go 
to college and the probability of their acceptance, over 
and beyond the effects of aptitude and grades, (p. 152) 
Once again, minority students and students from lower socioeconomic 
groups have been found in disproportionate numbers in classes at the 
lower track levels, and students from upper socioeconomic levels have 
been found to be consistently overrepresented in higher tracks. Goodlad 
(1985) has indicated that it is discriminatory and therefore unconstitu¬ 
tional, as courts have ruled, to classify students on criteria that 
result in disproportionate racial grouping. 
Counselors1 Attitudes 
Counselors' attitudes have as much importance on today's students' 
lives as teachers' and parental attitudes have. The counselors' role 
becomes more determinant when students reach the high school level, 
since they influence students' decisions in terms of program of study 
and future career or job plans. 
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Research studies have indicated that counselors have achieved an 
advanced education in their field (M.A.) and some years of teaching 
experience, but they do not have any or sufficient knowledge of what 
is happening in the job market, what is going to happen, or what careers 
will be in demand. There is also evidence of the lack of training in 
terms of different programs at universities. Information gathered 
through student interviews indicated that Hispanic students are 
encouraged to attend local community colleges and do not receive infor¬ 
mation and encouragement to attend the university they want. As an 
example, in one high school, counselors suggested to Hispanic students 
interested in earning a college degree at a university that they attend 
a local community college first and later transfer to the university 
they were interested in. 
In dialogue with counselors, they expressed concern regarding 
the accent of Hispanic students. They perceived it as a student's 
limitation to promote or successfully pursue their career at a college 
or professional level. Hispanic students are alienated; they are 
labeled and many times held back in their educational plans and/or 
interests (Delgado-Gaitan, 1985; Fishman, 1982; Spolsky, 1969). 
Gadwa and Griggs (1985) indicated that school counselors are key 
people in identifying potential dropouts and working with parents, 
teachers, and administrators to develop strategies and interventions 
that are responsive to the characteristics and needs of the potential 
dropout. Counselors should understand the reasons why students drop 
out of school, so they can influence directly the personal, familial, 
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and educational factors that are associated with dropping out of 
school. 
Counselors confront the facts that they have to spend a lot of 
time dealing with paperwork, reports, and statistics; thus, less time 
is available for student-counselor interactions and probably leaves 
little time to include classroom teachers. In many cases, the only 
communication between teachers and the counselor is a student referral 
form in the teacher's mailbox or the counselor's request for informa¬ 
tion and a response from the teacher on another scratch pad note. Time 
is limited and the problems are increasing. In the long range, stu¬ 
dents become the victims of the limitations of the system. 
In the case of Hispanics, it is indicated that there is a lack of 
counseling to encourage them to enter academic courses that meet their 
ability and aspirations. But it also has been indicated that counsel¬ 
ing, in general, is understaffed; and that in schools with predominantly 
Hispanic student populations and no Spanish-speaking counselors or other 
administrators, the problem is compounded. 
Counselors are identified as having lower expectations for members 
of minority groups based on cumulative folder information and other 
attributes discussed earlier in this section. Too often, students are 
turned down at the counselor's office, making them feel inferior and 
out of place. This, of course, affects their self-esteem which even¬ 
tually will lead to the student's dissatisfaction and marginality. 
In many cases, counselors have been responsible for student dropouts 
(Gadwa & Griggs, 1985). 
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Effects of the Levels of Satisfaction 
on Students: Dropouts 
American schools are struggling in order to maintain the number 
of students enrolled. Many schools are facing a problem with dropouts. 
It is true that public education systems have been working toward the 
reduction of dropouts; many efforts have been united in order to create 
alternatives for today's students. The number of high school graduates 
has increased, while the qualitative characteristics of these graduates 
have declined considerably. Our children, regardless of race, gender, 
or social class, are at risk. When the effects of economic inequity, 
racism, and sexism are added, the complexity of the problem reaches 
epidemic degrees. 
Gay (1986) cited a report by The National Board of Inquiry into 
Schools that mentioned that at least 8 million young people out of the 
40 million in public schools are not given adequate attention. It is 
also indicated that many more poor and minority than wealthy and non¬ 
minority young people "are excluded and underserved by the schools." 
The results are that many schools, in effect, "push out" students who 
are considered "undesirable"—the ones who might be failing, who are 
ready for dropout, or are disruptive in some way. 
Wheelock (1986) concluded that it is not the students' background 
but the schools' response to the students' background that determines 
student success in school. As indicated, a potential dropout can be 
identified as early as sixth or seventh grade based on school per¬ 
formance. Those students at risk have a history of poor attendance and 
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tardiness, a history of school failure, and little or no participation 
in extracurricular activities. They tend to be isolated, dissatisfied, 
and on the margins of school life. 
Charles Glenn, Director of the Massachusetts Office of Educational 
Equity (1988), has made some considerations about equity in secondary 
education. He revealed that: 
Secondary education in Massachusetts does not serve all 
students equally well. Urban, poor, and minority stu¬ 
dents are more likely to drop out of school before gradua¬ 
tion and less likely to master skill and knowledge essen¬ 
tial to full participation, as adults, in our society, 
economy, and political order. Female students are less 
likely than their male classmates to participate in high- 
payoff vocational programs, (p. 7) 
Ayers (1989) pointed out that our children need the home base of 
family life in order to grow up healthy and strong. They need to be 
listened to, understood, nurtured, and challenged by caring, committed 
adults. But if they do not have a traditional family structure, they 
do need adults who share their successes and feel their pain, who know 
how to hold them close and also how to let them go when its time. Stu¬ 
dents need to experience balance outside the family, but instead they 
are assaulted by confusing images that exploit them and rob them of 
childhood itself. 
Characteristics, Motives, and Factors 
Contributing to Dropouts 
Systematic investigation has focused on the characteristics, 
motives, and factors of individuals who leave school or withdraw from 
an activity before its completion. Over the past twenty years, the 
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economic, education, welfare, and social situation has changed. In 
this democratic economy that has become increasingly technological, it 
is demonstrated that few jobs are available for people or individuals 
who do not complete at least a high school education. 
When students feel that they do not belong to the school culture, 
they decide to drop out. Kunisawa (1988) has identified some charac¬ 
teristics of today's school dropouts: 
— low income or poor background 
-- minority group background 
-- very low academic skills 
— their parents are not high school graduates or are 
not interested in their child's progress in school 
-- single-parent family 
-- English is not their first language 
-- dropout is higher among males 
-- males are more likely to leave school to get a job 
-- females tend to drop out in order to have a child 
— dropouts are usually bored or behind in school 
-- dropouts perceive themselves as failures in the school 
culture and are usually alienated from school 
(p. 62) 
According to Harman (1987), noncompletion of high school is only 
the attribute of a very large group of disadvantaged people within 
modern society. The frequent attributes are: low income, abject 
poverty, inadequate housing, work instability, family instability, and 
membership in a minority group, especially Black or Hispanic. 
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Family Characteristics 
The changing phases of families during this decade are imperative 
factors that need to be focused on in order to understand and satisfy 
the needs of society. Over the past years, the percentage of children 
under 18 years of age, living in families with three or more children, 
has dropped more than half. On the other hand, the percentage of chil¬ 
dren living in female-headed households has almost doubled (National 
Education Association, 1986-87). 
Clarke-Stewart (1989) has considered that one contributing factor 
in the complex web of contemporary economics and life-styles is the 
increased frequency with which children are growing up in single-parent 
families. Responsibilities and high expectations are demanded from many 
children: some have to make their own lunch or breakfast, some have to 
babysit, others have to do the shopping and other responsibilities that 
previously were identified as adult or parent responsibilities. 
A study conducted by the National Center for Education Statistics 
in 1986 identified family characteristics associated with dropping out 
in which students from single-parent families have been mentioned as 
being of greater risk in early school-leaving and also students whose 
parents or guardian left school prior to graduation (Kunisawa, 
1988). 
More and more women are entering the work force. It is expected 
that by the year 1990, almost 60 percent of adult women will have jobs, 
and the percentage of young women (ages 25 to 44) with jobs will be 70 
percent (Cetron, 1985). 
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Inadequate Housing 
The incidence of inadequate housing among the various segments 
of the population emerges in two basic patterns. Inadequate housing 
is a more common factor among renters than owners. Such housing is 
concentrated among very low-income families (McKenna & Hills, 
1982). 
McKenna and Hills (1982) also stated that inadequate housing is 
found more frequently among certain types of households. It includes 
minorities, particularly Black households, who occupy such housing 
much more often than do nonminority households. Female-headed house¬ 
holds and the elderly also have an above-average incidence of housing 
inadequacy. This incidence of housing inadequacy is the result of 
their generally lower incomes. 
As we can see, lower income is related to the level of education. 
Dropouts are expected to face a number of problems that will lead 
them to low income jobs, even if they are employed. Once again, educa¬ 
tion is the clue for solving society's problems. Society, business 
enterprises, and the nation as a whole benefit from a more highly edu¬ 
cated and better-trained work force. It is the only solution that will 
benefit everyone. Everyone must work together in the best interest of 
our schools to prepare informed, educated citizens and future leaders 
of our country. 
Ethnic Group 
Researchers have linked dropout rates with characteristics of 
ethnic group (Hodgkinson, 1985; Kunisawa, 1988). A 1986 longitudinal 
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study by the National Center of Education Statistics revealed the 
national dropout rate by ethnic group as follows: 
American Indian/Alaska Natives . 42.0% 
Hispanics.39.9% 
Blacks.24.7% 
Whites 14.3% 
Asian/Pacific Islanders . 9.6% 
Kunisawa (1988) also revealed that the three cities with the 
highest dropout rates are East Los Angeles, with 60 percent; Boston, 
with 50 percent; and Washington, D.C., with 45 percent. Detroit, 
Pittsburgh, Philadelphia, Chicago, New York, Cleveland, and Baton 
Rouge are other cities with very high dropout rates. These cities have 
high minority enrollments. 
There is no doubt that in some way our public schools are failing 
in educating large numbers of minority students. It is necessary that 
all educators and decision makers understand the complexity of the prob¬ 
lem and stop looking for excuses to justify their inability to meet the 
needs of our youth. Poverty, family stress, social alienation, and 
cultural dislocation do exist across the country, and we all have to 
deal with this reality. Nothing will change until the general fear, 
misunderstanding, and prejudices against minorities are reduced. 
Gross and Gross (1985) considered that students who are most at 
risk in schools are those for whom the school is a place of discourage¬ 
ment. They also indicated, through research studies involving teach¬ 
ers, that students from disadvantaged backgrounds achieve best when 
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they receive predominantly positive messages about their work. Schools 
should be organized to make children successful and not to turn them 
into failures, as present practices have been doing. According to 
Kunisawa (1988), the problem is not the dropout; the problem is a dys¬ 
functional education system that produces a dropout. 
School Rules 
Many of the problems come when the administration tries to enforce 
a school's rules, especially rules that seem to marginalize the stu¬ 
dents. Again, the ones who are at the margin are always the same vic¬ 
tims: marginal students. 
When a student experiences a suspension in school, he/she will be 
back to the classroom working behind his/her classmates because he/she 
has lost a great amount from the regular classes. Students in suspen¬ 
sion are expected to work, as indicated by the separate plans that 
their teachers prepare for them, but the reality is that they need a 
guide to continue to keep up their work. 
The way rules are applied contribute a lot to a student's desire 
to remain in school. The lack of consistency in applying the rules 
sends a signal to the student. They feel different, unwanted, and 
dissatisfied. In many cases, students face a lot of discriminatory 
practices that lead them to drop out of school. 
The youngsters who feel unhappy in school usually create a history 
of high absence and truancy, and this causes further trouble with school 
rules. This situation creates in the children more tension, pain, and 
stress. If he/she cannot be treated in time, instead of pointed out 
to the margin, then it is obvious that a crisis will occur (Seibel & 
Murray, 1988). 
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Attendance 
As psychiatrists and many psychologists indicate, poor attendance 
has been regarded as a symptom of disturbance in the child or in the 
family (Galloway, 1985). This disturbance may result from tempera¬ 
mental vulnerability, or from disturbed family relationships. The 
child and/or the family should be offered treatment. Negative experi¬ 
ences accumulated by students will develop into concrete problems with 
which they cannot easily cope. 
Barth (1980) indicated that 10 to 40 percent of the nation's 
high school students are absent each day without cause, many of them 
"habitually absent" or truant. Those students are behind other stu¬ 
dents in terms of academic achievement. This situation is the base for 
a discipline problem because no one knows what is wrong with this stu¬ 
dent, or what his/her problem is. Attendance, order, and discipline 
are the foundations of teaching and learning, but enforcement of rules 
is, without question, a major school problem. 
Galloway (1985) found evidence that most teachers accept the fact 
that poor attendance requires treatment, but the majority of teachers 
regard them as irresponsible in their failure to accept what the school 
is offering. However, students decide to be absent from school when 
they are bored; school is not related to their reality. In some cases, 
they have fallen so far behind that it is impossible for them to meet 
class requirements. They are at the margin of the school. 
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Suspension 
One of the major reasons contributing to dropouts at the high 
school level is previous suspension from classes. Wheelock (1986) has 
reported that according to Boston's "Working Document on the Dropout 
Problem in Boston Public Schools in 1986," Boston high school dropouts 
are more than twice as likely to have been suspended the previous year 
than students who stayed in school. She also stated that of the stu¬ 
dents who dropped out during 1984-85, 15.2 percent had been suspended 
at least once as compared to 7.2 percent of students who stayed in 
school. Once again, the expectations of the teachers, counselors, 
administrators, and staff for those students are very low; they label 
them as truant, lazy, and unable to pursue the school work; they are 
at the margin. This problem causes students to believe that school is 
not their world, and this is a factor that tends to alienate students 
to the margin of school life. 
As scholars have indicated, suspension temporarily solves the 
problem of harried counselors, teachers, administrators, or other 
staff who want peace and quiet, and for students that are interested 
and prefer to learn. But it does little to solve the long-term prob¬ 
lem. He/she will go back, probably in one week or two, with more anger, 
resentment, and disobedience (Barth, 1980; Noblit & Short, 1985). 
As more students are suspended, the numbers of intruders increases, 
along with vandalism and violence. Suspension simply pushes the prob¬ 
lem along, relocating it rather than resolving a situation (Alschuler, 
1980). In-house suspended students are isolated while working on class 
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assignments. If not, they are at home without any control of school 
work. 
There is no interaction between students in in-house suspension 
and other suspended students or students in hall and cafeteria. They 
eat isolated from others in the cafeteria—mainly when the other stu¬ 
dents have gone. Talking is not allowed; privileges are restricted. 
He/she is expected to complete the classwork, many times without help, 
while serving a required amount of punishment time (Noblit & Short, 
1985). In fact, there are no guidance counselors or school psycholo¬ 
gists systematically involved with those students. This is an indica¬ 
tion that the purpose of suspension is punishment and not a way for the 
student to rethink his/her behavior. 
Part-Time Jobs 
Cantwell (1988) has indicated that the latest statistics show that 
at least 70 percent of high school seniors are working part-time; and 
this is an important aspect to be considered. Meanwhile, a job is not 
a lifetime commitment. It is an important way to get some exposure to 
the work world and a place to gain some valuable skills and experience 
to be used on the first full-time job. There is a reality, work experi¬ 
ence is needed, and it will be valuable later on in a full-time posi¬ 
tion. It is valuable because many of the skills acquired on a part- 
time basis will be transferred to future opportunities and will give 
the student an advantage over other full-time job seekers. Some of 
these skills are: punctuality, as part of responsibility; self- 
discipline; teamwork; money management; prioritizing (making money for 
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college, as an example); personal appearance; ability to deal with 
adults and to get along with people; and organization. 
Many students each year do not finish high school, and one of the 
reasons is because they feel that making money is more important than 
being educated. In order to get money, they need a part-time job 
and some students take two part-time jobs or, in fewer cases, full¬ 
time jobs. Their priority is to hold a job and make money in order 
to afford an automobile and new fashion clothes. Too often, this 
situation results in student dropout. 
Students are also pushed by the media propaganda to be potential 
consumers of different kinds of clothes, jewelry, sneakers, or any 
new fashions in style. In some cases, part-time jobs can interfere 
with school responsibilities and after-school activities. 
On the other hand, poor students, especially minority students, 
need to have part-time jobs in order to have an income and, in many 
cases, to support their families. Part-time jobs can be seen in two 
different ways: negative or positive, but that depends on a student's 
goals, interests, and priorities. 
Kunisawa (1988) cited throughout a study in the United States by 
the National Center for Education Statistics that male students are 
more likely to leave school before graduation to get a job that more 
often turns out to be a failure. 
Mann (1986) revealed that during a four-year study (1979-1982), 
5,880,000 youth dropped out of school. One of the reasons why students 
left school without a diploma is related to economic reasons. 
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Twenty one percent of male students and nine percent of female students 
leave school for economic reasons--that means that they enter the labor 
force. 
Teenage Pregnancy 
Spence (1986) pointed out that pregnancy is the single leading 
cause of female teens leaving school. The high rate of teen pregnan¬ 
cies and high school dropouts are mutually reinforcing. Pregnant teens 
leave school, and girls who leave school are three times as likely to 
become pregnant as those who stay. 
Psychologists, researchers, and social institutions have been 
looking for reasons and/or explanations for this behavior of teenage 
girls. The following letter written by a teenage mother gives us an 
idea about the conditions leading them to become pregnant: 
When I was eight years old, I first had sex with a boy of 
fifteen. I did it because I lack love and attention from 
my parents. I need love, and my parents never show me any. 
Nothing really changed at home, and at fifteen I became 
pregnant. My boyfriend blamed me and left. I had nowhere 
to turn. I was trapped, so I had an abortion. Now I am 
afraid to date anyone, and I cry myself to sleep every 
night. (Toth, 1986, p. 5) 
This is one of the pressures that parents, teachers, administra¬ 
tors, and other professionals do not experience today, but it is alive 
in many teenagers (Toth, 1986). This situation makes it difficult for 
counselors, teachers, administrators, and even parents to understand 
the problems that teens are confronted with. Teen pregnancies dispro¬ 
portionately occur in poor families and among children who do not do 
well in school, according to Federman of Harvard Medical School (Toth, 
1986). 
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Brown (1986) reported that, as indicated by a major report 
released on December 9, 1986, an American teenager gives birth to a 
baby every two minutes--part of a pattern of unintended pregnancies and 
births that can best be countered with aggressive use of sex education 
and contraceptives. A two-year study of teenage pregnancy and child¬ 
bearing by the National Academy of Sciences in 1986 concluded that the 
country needs programs pushing "diligent contraceptive use" and educa¬ 
tion to decrease pregnancy and abortion among youth. 
Roosa (1986) has identified that there are two distinct types of 
pregnant-adolescent/school-dropouts. The first group is one whose 
dropping out of school may be part of a subculture pattern. This group 
consists of those who often drop out before pregnancy, but may drop out 
anytime during the pregnancy. It is also indicated that a typical 
adolescent in this group might show that she was generally unsuccessful 
in school and that she probably matched or exceeded the education level 
of her mother. The lack of success in school for this group is due to 
lack of education, especially for women. Education is not considered 
important in their families. This lack of success is also due to 
excessive absences that occur as the girl takes care of the younger 
siblings while her mother works. 
Under this classification is the second group of adolescent- 
mothers/school -dropouts that consists of those who have every intention 
of completing high school and may also aspire to further education, but 
who drop out of school within the first several months after delivery. 
These are the ones who lack the support network that will allow them to 
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continued school. Some adolescents in this group are involved in 
school-based intervention programs while in school, but difficulties 
in finding or affording child care are often the reasons for dropping 
out of school. This group also presents other problems while living 
alone with their child: problems with transportation, living arrange¬ 
ments, and problems with attendance when the child is sick. Many of 
these adolescent mothers are one or more years behind their peers in 
school at the time of their pregnancies and are receiving below- 
average grades and have poor attendance records. 
Drugs and Alcohol Abuse 
Drug use by adolescents interferes with academic progress in high 
school. Friedman, Glickman, and Utada (1985), in a study of 526 stu¬ 
dents in two Philadelphia public schools, indicated that the majority 
(135 of 265) who had been using drugs were found subsequently to have 
dropped out (failed to graduate) from the high school, as compared to 
approximately one out of four (42 of 158) of the nondrug using stu¬ 
dents. 
This 1985 study also pointed out that in some cases drug use may 
not be the main cause of dropping out of high school, but is a con¬ 
comitant effect of the earlier, more basic state of dissatisfaction of 
school. Nevertheless, it is clear that drug use has a negative effect 
on a student's academic progress. 
Young (1988) indicated that findings from a federally-sponsored 
survey, conducted from 1975 to 1986 and carried out by researchers at 
the University of Michigan, showed that 42 percent of all graduating 
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seniors had used an illicit drug at least once during the previous 
12 months, the lowest percentage since the annual survey began in 1975. 
This was down from 44 percent in 1986. It also indicated that mari¬ 
juana use by the seniors dropped in 1987 to 36 percent from 39 percent, 
and cocaine use went down to 10.3 percent from 12.7 percent. 
As previously mentioned, drug use is not a main cause of dropping 
out of school but, on the other hand, it has been revealed that drugs 
remain a major problem for youth. It results in a negative effect and, 
at the end, will interfere with students' future plans. 
Researchers of the survey carried out by the University of 
Michigan also revealed that 16,000 to 17,000 graduating seniors at 130 
high schools across the nation were involved, as well as 1,200 college 
students and young adults who participated in earlier surveys. This 
survey probably underestimates drug use by people in their late teens, 
because it contains no data on abuse by the 15 percent to 20 percent 
high school students who drop out before graduation. The population 
remained unidentified as possible drug users. Although the statistics 
seem to be positive, there is concern that the probability of drug 
users is more. 
Bowen, Health and Human Services Ex-Secretary, states that results 
in terms of "crack" use (a particularly powerful form of cocaine that 
is usually smoked) has not declined in popularity; and among seniors, 
in 1987, 5.6 percent had tried crack, while 4 percent had used it in 
the past year. 
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Among other findings, it was indicated that after a slight drop 
in 1986, the use of alcohol rose from 84.5 percent to 85.7 percent. 
It is demonstrated that alcohol use has varied little during the 13 
years of the survey (Young, 1988). Although it is well known that 
there is a stage in the adolescent in which they only want to demon¬ 
strate and feel that they are part of the group, the output in many 
cases is negative. During this stage, some try different kinds of 
substances that can be self-controlled or cannot develop dependency on 
the substances, but others will develop dependency. Seibel and Murray 
(1988) revealed that normal youth pass through this stage, but vulnera¬ 
ble youth get stuck. Substance abuse is the cause of a youngster's 
effort to medicate feelings of inadequacy, to reduce tension, and to 
restore equilibrium to a dysfunctional emotional system that began with 
signs during the early childhood stage. 
Horton (1988) cited that children begin alcohol use at an early 
age--average beginning age is 12.5 years; that one-half of high school 
students are classified as regular drinkers—one to three drinks at 
least once a week. One of four students in high school has a serious 
drinking problem, approximately 4 million youth under the age of 
17 are alcoholics, and children as young as 9 years old are being 
treated for alcoholism. Teen drinkers account for nearly 50 percent 
of all fatal automobile accidents. Once again, as Horton (1988) indi¬ 
cated, some 80 percent of high school seniors have used marijuana, and 
two-thirds of American children will have used an illicit drug other 
than marijuana and alcohol before they graduate from high school. 
42 
The National Education Association (1986) reported that we have 
in our schools some 28 million children of alcoholics in this country, 
and 7 million are under the age of 18. According to experts, the sons 
of alcoholic fathers are four times more likely to become alcoholics 
than other children, and daughters of alcoholic mothers are three times 
more likely to become alcoholics. It was also reported that daughters 
of alcoholics are more likely to marry alcoholics. Up to 35 percent 
of children of alcoholics marry someone who is, or will become, an 
alcoholic. As a result, abnormally high numbers of children of alco¬ 
holics go through the juvenile justice system and mental health facili¬ 
ties. It has been indicated that alcohol is a factor in up to 90 per¬ 
cent of child abuse cases. These abused children may be prone to learn¬ 
ing disorders, anorexia, frantic overachievement, and suicide (National 
Education Association, 1986-87). 
Churches, social agencies, news media, police departments, judi¬ 
cial systems, and business interests must work together to create a 
drug-free environment for children and youth (Horton, 1988). There is 
a need to create civil consciousness about the problem that is affect¬ 
ing society at large. It is time for the community to rise above the 
political and economic interests that are contributing to the mainte¬ 
nance of this problem. In order to make effective changes and create 
consciousness throughout society, education is essential. It should 
be a priority. Early intervention should take place developing sound 
curricula that addresses this issue. Once again, education stands as 
a priority, as the nation's goal. Equity and equality may finally 
become a reality for our school population. v 
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The effort to prevent serious consequences requires early inter¬ 
vention and the most powerful tool is going into the community. Accord¬ 
ing to Butler (1989), the earlier we start, the better: "Building 
quality into a product from the start is far less costly than fixing 
your mistakes at the end of the production process." In other words, 
investing in early prevention will result in the best investment. 
Consequences of Dropout 
Those young people who are not receiving an adequate education 
cost a high price to the nation. As Gay (1986) stated, in some states, 
70 percent of all prison inmates are school dropouts. It costs tax¬ 
payers approximately $90 per day to keep one juvenile in a maximum 
security facility. Gay also indicated that if a young person is not 
helped in such an institution, he/she may end up in prison, where the 
cost per inmate is $120 per day. By contrast, the cost for a dropout 
prevention program in a school would be approximately $6 per pupil per 
day. More important than the cost involved in this situation is the 
deterioration of the future of our nation: our young children, the 
future component of the family representative. Gay (1986) also indi¬ 
cated that young people without a high school diploma create a high 
unemployment rate and, as a result, the cost of welfare and other social 
services continues growing and adding to the price the nation pays for 
its dropouts. 
It is clearly stated by the State Education and Equity Office that 
the dropout problem at the secondary level will require a complete 
reform of the whole educational system in order to satisfy the demands 
and needs that the underrepresentative population is facing. Glenn 
(1988) has indicated that: 
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The frustration of present efforts to deal with the 
unequal results of secondary education as an issue of 
access and discrimination is that so many students are 
unprepared in skills or in attitude to take advantage of 
the opportunities that may be opened for them. Assuring 
that they are ready for equal access is the primary 
equity challenge facing us today, (p. 16) 
As indicated throughout this review of the literature, some fac¬ 
tors affecting school dropouts are: poverty, neglect, insufficient 
skills at a specific school level, part- and full-time jobs, teenage 
pregnancy, drug and alcohol abuse, and inadequate counseling. Early 
prevention programs for at-risk children and their relatives may help 
prevent problems that will disrupt later costlier educational efforts. 
Butler (1989) has revealed that long-term studies of children in the 
Perry Preschool Program in Ypsilanti, Michigan, and the Harlem Head 
Start Program in New York City have found that high-quality preschool 
education for three- and four-year-olds helped to reduce by about half 
later dropout behavior, criminal involvement, teenage pregnancy, 
welfare dependency, and the need for remedial education. Early educa¬ 
tional efforts and an early investment of financial resources may 
produce positive assets in the future. 
Suicide 
Failure to meet school requirements or the demands of today's life 
is leading our youth to commit suicide. Brody (1988) has made some con¬ 
siderations about the primary causes of adolescent death: accidents, 
suicide, homicides, substance abuse, pregnancy, venereal disease, and 
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physical and sexual abuse. It was indicated that 77 percent of deaths 
among 15- to 24-year-olds are now attributed to accident, suicide, and 
homicide. From 1950 to 1980, deaths from homicide rose fourfold and 
suicides rose fivefold in this age group. 
Young (1985) considered that a source of alienation for the 
adolescent comes from his/her social, political, and economic mar¬ 
ginal ity; this situation is even more severe for youth from lower social 
classes or from ethnic and minority groups. 
Adolescent suicide can be viewed as a clinical manifestation of 
alienation (Young, 1985). Statistical information has indicated that 
approximately 20 percent of all suicide attempts in the United States 
are made by people under the age of 20 years of age. On the other 
hand, the adult suicide rate has remained relatively stable since 1954. 
Suicides have been another symptom demonstrating the pressure experi¬ 
enced by high school students and, in general, by youngsters. 
Vail (1987) and Young (1985) pointed out that suicide is now the 
third leading cause of death among teenagers and young adults. It has 
also been indicated that teenage suicide is increasing nationally at an 
alarming rate. 
Youngsters view suicide as a permanent solution to a problem, but 
they do not realize that problems are temporary. They want an immediate 
and permanent solution because they feel lonely and do not trust teach¬ 
ers, counselors, administrators, and/or parents. Probably, they never 
have had the opportunity to be heard or to have adult guidance when 
needed to seek an explanation or solution. On the other hand, adults 
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do not have time to deal with the problems of youngsters. On many 
occasions, it has been demonstrated that victims of suicide had been 
under counseling or treatment. Seibel and Murray (1988) mentioned that 
suicide, although enormously complicated, can often be predicted; and 
it is that predictability that gives us hope for prevention. That 
most teenagers confide more in their peers than in adults and class¬ 
mates may help reverse the trend. 
Corrective Measures 
It is clear that the discussion and underserving by the public 
schools seem to be a result that the system was created, developed, and 
designed to serve only part of a certain social class. The youngsters 
that are not part of this social class have to work harder and confront 
major problems in order to survive. But, whatever the cause is, educa¬ 
tional failure has become a major problem for society. 
As one example, Spring (1985) has stated that the high educa¬ 
tional aspirations of the Black community in the United States have 
contributed to one of the great tragedies of American life, because 
they have not resulted in equal economic gains. He also indicated 
that one of the greater burdens of being Black or of Spanish-American 
origin is that the economic value of each stage of education attainment 
is less than it is for the majority White population. 
The second tragedy in the high educational aspirations of the 
Black community, as stated by Spring (1985), has been that the quality 
of education provided tends to reflect institutional discrimination in 
terms of the quality of teaching, types of books, resources available 
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in schools, and the tracking of Black students into vocational and 
nonacademic curricula. This reality can also be applied to Hispanics. 
There is a challenge for program prevention due to the fact that 
programs created thus far have not been effective enough. These pro¬ 
grams have to be well defined and well structured, in which the needs 
of minorities will be addressed. More than ever, school prevention 
programs for the dropout problem should become a major challenge for 
the school systems in the nation. 
Before a prevention program can be developed, one must begin 
accepting that we really want to serve and work toward the solution of 
the problem. The second step is to assure that the new problem solu¬ 
tion will not be geared to the creation of new jobs or new bureau¬ 
cratic positions alone. The major aim for these new programs and new 
positions should focus on promoting effective learning experiences that 
will be accountable for the skill deficiencies that students may have; 
follow-up of student problems with the student counseling service; and 
provide effective training for the people involved. 
It is important that financial resources for different programs 
be justified by the creation of sound projects that will provide for 
the White, Black, low-income, and minority population to develop and 
acquire the necessary skills to be effective in the society at large. 
Bastian, Fruchter, Gittell, Greer, and Haskins (1988) have pro¬ 
posed that the federal government have a continuing and fundamental 
responsibility to readdress the educational effects of racial and 
sexual discrimination, as well as discrimination based on economic 
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status, native language, national origin, and handicapped conditions. 
The authors also revealed that an agenda for a democratic education 
must include a strong, interventionist federal role in both prohibiting 
discrimination and providing corrective resources. 
Conclusions 
There is no doubt that the educational system in the nation is 
facing a variety of problems that interfere with its societal goals. 
We are missing a significant number of elements that are essential if 
we are to satisfy the needs of a pragmatic-democratic society. The 
better our children are educated today by the public schools, the bet¬ 
ter and healthier our society will be in the future. It is important 
to provide our youth with a meaningful education, with equal opportuni¬ 
ties. 
Teachers, counselors, administrators, and, in many cases, parents 
are failing to convince our youth that there is a value to hard work-- 
that the process of being educated is not simple or easy. Students 
need to understand that to be educated requires a lot of time: time 
for practice, time to read, time to think. They need to see and under¬ 
stand the importance of being educated. Social institutions and 
related professionals are failing to provide children with evidence of 
the importance of honesty, integrity, responsibility, respect, trust, 
and commitment in our lives (Kunisawa, 1988). 
In order to satisfy the needs of students, school curriculum has 
to be evaluated and adapted according to a student's interest, looking 
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at it as an instrument that will guide the future leaders of our nation 
to make wise decisions and policy. 
Regarding minority students whose primary language spoken at home 
is not English, and considering the student dropout rate, children of 
single parents, and teachers', counselors', and administrators' expecta¬ 
tions, it is clear that minority students need more sustained systematic 
support. It is also clear that those students need the support and 
understanding of sensitive professionals. The curriculum must recog¬ 
nize that they are intelligent and provide choices that include the stu¬ 
dents culture and history. As Dewey and Dewey (1962) indicated, teach¬ 
ers teach best if they are more sensitive to their students' growth 
pattern and needs. 
There is evidence that our nation is facing many factors that are 
contributing and/or interfering with school goals. The sad, painful, 
and dangerous reality is that the evidence is clear and well known: 
top positioned members of the educational system are aware of the situa¬ 
tion, as we can see in a Report to the Massachusetts Board of Education, 
dated January, 1988. 
General characteristics of dropouts are low income or poverty set¬ 
tings, lack of the family support system for academic progress, and 
teenage pregnancy. It has been indicated nationally that Hispanics 
drop out more than Blacks, and Blacks drop out more than Whites; but 
economic factors have a stronger impact than race (Wheelock, 1986). 
There are other problems, like tracking; low expectations from 
school personnel, teachers, and administrators; curriculum; and family 
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situations. The problems are identified, the victims are recognized, 
and top positioned employees and decision makers are aware of the 
situation--but they are still unable to come up with feasible solu¬ 
tions. 
The alarming school dropout rate is the most immediate consequence 
of our school system's failure to meet the needs of these children. 
In a pragmatic-technical-democratic nation characterized by increasing 
complexity and rapid changes, our system fails to provide alternatives 
for the education of our children who are poorly equipped to compete 
or prosper. It is necessary to join forces in order to provide a 
meaningful education for each citizen. 
In the following chapter, the methodology used in this study will 
be presented. 
CHAPTER III 
METHODOLOGY 
This chapter presents the methodology used in the study. It dis¬ 
cusses the site of the study, the target population, the instrument 
used to collect the data, the procedure followed for field testing the 
instrument, the procedures followed for processing the data as well as 
the data analysis. 
Site of the Study 
This study was conducted at the business high school in the city 
of Springfield, Massachusetts. Springfield presently has a serious 
dropout problem throughout its schools. This particular school has 
been facing a higher incidence of dropouts as compared to the other 
high schools in the city. Table 1 illustrates the dropout incidence in 
the Springfield high schools (Central, Commerce, and Putnam) from 
September, 1988, to January, 1989. 
Data from the 1980 Census shows that the city of Springfield, 
Massachusetts, has a population of approximately 154,896. Out of this 
total population, 115,873 (74.81 percent) are White; 25,219 (16.28 
percent) are Black; and 13,804 (8.71 percent) are Spanish surnamed. 
Out of 13,804 Spanish surnamed, 12,198 (89.09 percent) are Puerto 
Rican. 
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TABLE 1 
DROPOUT INCIDENCE IN SPRINGFIELD, MASSACHUSETTS, 
(SEPTEMBER 
HIGH SCHOOLS 
, 1988, TO JANUARY, 1989) 
School Number of Dropouts Percent of Dropouts 
Central High School 18 9% 
Commerce High School 105 49% 
Putnam High School 90 42% 
TOTAL: 213 100% 
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Target Population of the Study 
The total school population in September, 1988, was 23,355. Out 
of this number, 9,418 (40.3 percent) were White; 6,490 (27.8 percent) 
were non-White; 7,146 (30.6 percent) were Spanish surnamed; and 301 
(1.3 percent) were Asian. 
The school where the study was conducted started the 1988-89 
school year in September, with a total of 1,327 students. Out of this 
number, 359 (29.5 percent) were White; 456 (34.4 percent) were non- 
White; 458 (33.4 percent) were Spanish surnamed; and 54 (3.1 percent) 
were Asian. The population of the high school system in the city does 
not represent an equal distribution of ethnic groups according to the 
information submitted by the Research Department of the Springfield 
Public Schools Department, as illustrated in Table 2. Notice that the 
White population represents the majority of the city; while at the 
school, it is slightly over 30 percent. The four ethnic and racial 
groups were represented in the sample of participants depending on 
their willingness to participate in the study and their parents' con¬ 
sent to such participation. 
In terms of gender, girls are overrepresented in the total popu¬ 
lation of the school. Out of 1,327 students, 487 (36.7 percent) are 
boys, while 840 (63.3 percent) are girls. This fact, of course, will 
be present in the sample of participants in the study (see Table 3). 
In terms of grade, out of 1,327 students, 560 (42.0 percent) are 
tenth graders; 430 (33.0 percent) are eleventh graders, and 337 (25.0 
percent) are twelfth graders. The decline in the figures clearly 
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TABLE 2 
DISTRIBUTION BY ETHNIC GROUP 
Grade Level White Non-White Hispanic Asian Total 
Grade 10 117 189 228 26 560 
Grade 11 132 155 124 19 430 
Grade 12 110 112 106 9 337 
TOTAL: 359 456 458 54 1,327 
SOURCE: Data provided by the Research Department of the 
Springfield Public Schools Department. 
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TABLE 3 
PARTICIPANTS IN THE STUDY 
School Boys Percent Girls Percent Total 
Central High School 880 48.8% 923 51.2% 1,803 
Commerce High School 487 36.7% 840 63.3% 1,327 
Putnam High School 869 65.4% 460 34.6% 1,329 
TOTAL: 2,236 50.1% 2,223 49.9% 4,459 
56 
clearly illustrates how the dropout problem limits the number of stu¬ 
dents reaching their twelfth year of education or getting their high 
school diploma. Table 4 illustrates the distribution by grades. 
TABLE 4 
DISTRIBUTION BY GRADES 
Grade Level Number of Students Percent 
Grade 10 560 42.2% 
Grade 11 430 32.4% 
Grade 12 337 25.4% 
TOTAL: 1,327 100.0% 
In terms of students' program of affiliation in the school, it is 
important to consider that this is the only business school in the 
city. Therefore, the majority of the students (over 60 percent) are 
enrolled in the Business Program. 
The Study 
This study has been designed to provide answers to the following 
research questions: 
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• .Question 1: What is the level of satisfaction of the 
high school students? 
t Question 2: What are the factors contributing to 
students' dissatisfaction at the high 
school level? 
• Question 3: How does the level of satisfaction/ 
dissatisfaction affect their academic 
achievement? 
• Question 4: How does the students' level of 
satisfaction/dissatisfaction affect 
his/her interest to remain in school? 
Instrumentation 
A survey instrument was utilized to gather the information needed 
to answer the four research questions which are the base for the pro¬ 
posed study. 
The first step of the questionnaire construction process involved 
a review of the problem, the purpose of the study with its research 
questions, and questionnaires which have been previously used in simi¬ 
lar studies. It was determined that the Likert Rating Scale met the 
criteria established for this study, thus it was selected. 
The student questionnaire concerned the development of questions 
which would determine students' level of satisfaction/dissatisfaction 
at the high school level. In order to accomplish this, a number of 
questions were developed for each variable of the study. 
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The questionnaire has three sections. The first section is 
designed to provide essential demographic data (age, sex, ethnicity, 
program of study, and other relevant data concerning the study). The 
second section is arranged in a Likert-type scale response fashion. 
The scale consists of five possible answers or responses: (1) Strongly 
Disagree, (2) Disagree, (3) Undecided, (4) Agree, and (5) Strongly 
Agree. The last section consists of two open-ended questions, provid¬ 
ing students' additional comments in terms of major problems regarding 
their education and possible recommendations to improve their present 
educational program. 
Instrument Field-Testing 
Field testing of the instrument was completed by a group of stu¬ 
dents from the high school. A total of 20 students participated in 
the process of testing the instrument. The group of students was 
representative of the participating school population. 
Students were asked to read the instructions and circle any word 
that was not clear. Then they were asked to answer the questions and 
make comments and notes on any item that was unclear or created any 
difficulty or confusion. The field testing was directed by the 
researcher. It took the students an average of 2 minutes to read the 
instructions and 11 minutes to answer the items on the questionnaire. 
According to the students, the instructions were clear. 
Based on the students' comments and recommendations, the word 
"English" was added to Question 16 to clarify it. 
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A final version of the instrument used in the study, known as a 
Likert Rating Scale, is found at the end of this chapter (English and 
Spanish version). 
Data Collection 
The researcher approached the school principal in one of the 
high schools in the district to discuss the probability of conducting 
the study in his school. A formal letter followed with a copy to the 
Superintendent of the School Department. After receiving approval for 
the study to be conducted in the school, 500 letters were sent to 
parents requesting permission for their children to participate in the 
study. Two hundred eight-two students received parental permission 
to participate in the study. 
Selected students (those with parental consent) were asked to 
answer a questionnaire during their Study Period. No classes were 
affected by the data collection process. 
Data Analysis 
Data on each student was collected from the survey questionnaire. 
A total of 282 usable cases were generated (i.e., data on each stu¬ 
dent comprised a single case). Data on each student was coded, for¬ 
matted, and then entered directly into a Statistical Package for Social 
Science/Personal Computer (SPSS/PC+) version of 2.0 on a micro¬ 
computer. 
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Reliability 
In order to assess the reliability of the questionnaire, coeffi¬ 
cient Alpha was calculated for all 24 questions. Alpha was .59, a 
respectable value for a questionnaire which is heterogeneous in 
nature. 
In Chapter IV, the findings of the study and the discussion of 
such findings will be presented. 
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QUESTIONNAIRE 1 
STUDENT QUESTIONNAIRE 
Instructions 
The rating instrument which follows is called the Likert Rating 
Scale. It consists of 24 statements followed by a scale like the fol¬ 
lowing: 
I feel that I am part of the school. 
(5) Strongly Agree 
(4) Agree 
(3) Undecided 
(2) Disagree 
(1) Strongly Disagree 
Please respond to each statement, giving your opinion based on 
the scale provided. You should respond to each statement by placing 
a check mark {/) in the space that best indicates your position on 
each statement. 
It may be difficult to make some judgments. However, it is 
extremely important that you mark each one of the scales. Be sure to 
answer every statement. Remember that there are no correct answers. 
Thank you for your time and assistance. 
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questionnaire 
PART I: DEMOGRAPHIC DATA 
1. Ethnic Group: 
_ White 
_ Black 
_ Hispanic 
_ Other (Please specify:_) 
2. Sex: 
Female 
Male 
3. Grade: 
Grade 10 
Grade 11 
Grade 12 
4. Program: 
_ College Preparatory (CP) 
_ Business 
_ Career 
_ Bilingual: _ College Preparatory 
_ Business 
5. First Language: 
_ Spanish 
_ English 
_ Other (Please specify: _) 
6. Family Size: _ 
7. Mother's Highest Grade in School: _ 
8. Father's Highest Grade in School: _ 
9. Who do you live with (relationship): 
10. Do you work? 
If "Yes": 
Yes _ No 
Full Time Weekly Hours: 
Part Time Weekly Hours: 
11. Age: _ 
12. Grade average when entering high school: 
13. Grade average at the end of the last marking period 
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PART II: SURVEY QUESTIONS 
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1. I feel that I am part of 
the school. 
2. School rules are unfair 
most of the time. 
3. School is boring most of 
the time. 
4. I like my classes. 
5. I like my teachers. 
6. Teachers always pick on me. 
7. My family cares for my 
education. 
8. Teachers believe that I 
am capable of performing 
well in class. 
9. I have had to stay back 
one time and/or more 
than once. 
10. I have been absent too 
many days. 
11. I have been late to 
school too often. | 
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12. I have been suspended j 
too many times. i 
13. I cut classes too many 
times. 
14. School work is too hard 
for me. j 
15. I am able to do what j 
other students are able 
to do. 
16. I understand the English 
language. 
17. I always receive low grades. 
18. Teachers' rules are unfair 
most of the time. 
19. I have to work to support 
myself. 
20. I have to help my family 
financially. 
21. A high school diploma is 
important for me. 
22. I really want to finish 
high school. 
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23. I have too many problems 
at home, so it is hard 
for me to study. 
24. I have seriously considered 
dropping out of school. 
PART III: COMMENTS 
1. Major problem regarding your education: 
2. Recommendations to improve the present educational system: 
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QUESTIONNAIRE 2 
CUESTIONAR10 PARA ESTUDIANTE 
Instrucciones 
El instrumento de evaluacion que aparece a continuacion 
es conocido como "Likert Rating Scale". El mismo consiste de 24 
aseveraciones seguidas por una escala como la siguiente: 
Ej.: Me siento parte de la escuela. 
(5) Totalmente de acuerdo 
(4) De acuerdo 
(3) Indeciso 
(2) En desacuerdo 
(1) Totalmente en desacuerdo 
Responda a cada oracion dando su opinion en base a la escala que 
se presenta en cada una de las oraciones. Respondera a cada oraci6n 
haciendo una marca de cotejo (vO en el espacio que mejor indique su 
posicion respecto a su opinion. 
En algunas ocasiones puede ser dificil hacer juicio, pero es 
sumamente importante que conteste cada una de las aseveraciones. 
No hay ninguna contestacion correcta; tu opinion es lo correcto. 
Muchas gracias por tu tiempo y cooperacion. 
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CUESTIONARIO 
PRIMERA PARTE: DATOS DEMOGRAFICOS 
1. Grupo etnico: 
_ Blanco 
_ Negro 
_ Hispano 
_ Otro (Especifique: __) 
2. Sexo: 
_ Femenino 
_ Masculino 
3. Grado: 
_ Grado 10 
_ Grado 11 
_ Grado 12 
4. Programa de estudio: 
_ General 
_ Comercial 
_ Vocacional 
_ Bilingue: _ General 
_ Comercial 
5. Primer idioma: 
_ Espanol 
_ Ingles 
_ Otro (Especifique: _) 
6. Numero de personas en el hogar: _ 
7. Grado mas alto alcanzado por la madre: 
8. Grado mas alto alcanzado por el padre: 
9. Con quien vives (relaci6n): _ 
10. Trabajas? S' No 
Si trabajas: A tiempo completo 
(Full Time) 
Horas semanales: 
A tiempo parcial 
(Part Time) 
Horas semanales: 
11. Edad: 
12. Promedio cuando entro a escuela superior: 
13. Promedio al final del ultimo "marking period": 
(cuatrimestre) 
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SEGUNDA PARTE: PREGUNTAS 
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1. Me siento parte 
de la escuela. 
2. Las normas de la escuela 
son mayormente injustas. 
3. La escuela es aburrida 
la mayor parte del tiempo 
4. Me gustan mis clases. 
5. Me gustan mis maestros, 
6. A los maestros siempre 
les da conmigo. 
7. Mi familia se preocupa 
por mi. 
8. Los maestros creen 
que yo soy capaz de hacer 
mi trabajo. 
9. Repetf algun grado 
una o mas veces. 
10. Estuve ausente muchas 
veces. 
11. Llegaba tarde frecuentemente, 
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12. Fui suspendido de la 
escuela muchas veces. 
13. Cortaba clases 
frecuentemente. j 
14. El trabajo^de la escuela 
es muy difTcil para mT. 
15. Puedo hacer las tareas 
que otros estudiantes 
pueden hacer. 
16. Entiendo el idioma 
ingles. 
17. Siempre recibo malas notas. 
18. Las normas de los maestros 
son injustas la mayor 
parte de las veces. 
19. Tengo que trabajar para 
mantenerne. 
20. Tengo que ayudar a mi 
familia financieramente. 
21. El diploma de escuela 
superior es importante 
para mT. 
22. Realmente, quiero terminar 
la escuela superior. 
- 
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23. Tengo muchos problemas 
en mi casa, por lo tanto, 
se me hace diftcil 
estudiar. 
24. He considerado seriamente 
darme de baja de la 
escuela. 
TERCERA PARTE: COMENTARIOS 
1. Problemas mayores relacionados con tu educacion: 
2. Recomendaciones para mejorar el sistema de educacion actual: 
CHAPTER IV 
RESULTS AND ANALYSIS OF DATA 
This chapter presents the findings of the study and discussion of 
the findings. The data for this study were analyzed using SPSS/PC+ 
(Statistical Package for Social Science/Personal Computer) version 
2.0 on a microcomputer. 
The chapter is organized in five sections. The first section 
contains a description of the sample and responses to the demographic 
items on the questionnaire. The second section consists of the ques¬ 
tionnaire results by question for the entire sample. The third 
section of this chapter contains the questionnaire results for sample 
subgroups, such as gender and ethnic group, including statistical 
comparisons. The fourth section includes correlation between the 
students' grade average when entering high school in September, the 
students' grade average at the end of the first marking period, and 
each of the questions. It also includes questionnaire reliability 
and cross-tabulations between Question 24 and each of the other 23 
questions. The last section describes and briefly summarizes stu¬ 
dents' comments from the open-ended section of the questionnaire. 
Description of the Sample 
To obtain a better understanding of the population studied, it is 
important to consider a profile of the respondents involved in filling 
out 282 questionnaires. 
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Table 5 contains numbers and percentages of students responding 
to the demographic factors on the questionnaire who fell into various 
subgroups. 
The majority of the questionnaires were in English, with fewer 
questionnaires translated into Spanish. Out of 282 questionnaires, 
238 (84 percent) were written in English and 44 (16 percent) were 
written in Spanish. 
The largest ethnic group in the sample was Hispanic (50 percent), 
with the remainder mostly Black (29 percent) and White (18 percent). 
This is nearly representative of the school population, where out of 
1,327 students, 33 percent are Hispanic, 34 percent are Black, and 
30 percent are White. 
Out of 282 students participating in the study, approximately 
i 
184 (65 percent) were female and 98 (35 percent) were male. This 
closely fits the population values of 63 percent^female and 37 percent 
male at the site of the study. 
Sixty-seven students (24 percent) were in the tenth grade, 121 
(43 percent) were in the eleventh grade, and 91 (33 percent) were in 
the twelfth grade. Compared to the population, the sample under¬ 
represents tenth graders (42 percent in population) and overrepresents 
eleventh graders (33 percent in population) with the percentage of 
twelfth graders (25 percent in population). This is reasonably 
representative of the school population. 
It is important to consider that this is the only business school 
in the school district. Therefore, students in the business programs 
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TABLE 5 
NUMBERS AND PERCENTAGES OF THE DEMOGRAPHIC FACTORS 
FOR 282 RESPONDENTS TO THE QUESTIONNAIRE 
Category 
Forms: 
English 
Spanish 
Ethnic Group: 
White 
Black 
Hispanic 
Other 
Gender: 
Male 
Female 
Grade: 
Grade 10 
Grade 11 
Grade 12 
Program: 
College Preparatory 
Business 
Career 
Bilingual: 
Yes 
First Language: 
English 
Spanish 
Other 
Number* Valid Percent 
238 84.4 
44 15.6 
50 17.9 
82 29.3 
142 50.7 
6 2.1 
98 34.8 
18+ 65.2 
67 24.0 
121 43.4 
91 32.6 
122 48.8 
127 50.8 
1 0.4 
45 84.0 
149 53.8 
126 45.5 
2 0.7 
Continued, next page 
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TABLE 5--Continued 
Category Number* Valid Percent 
Live With: 
Mother 115 42.8 
Father 11 4.1 
Both Parents 109 40 5 
Grandparents 5 1.9 
Sibling 10 3.7 
Other Relative 12 4.5 
Alone 3 1.1 
Spouse 4 1.5 
Employed: 
Yes 166 58.9 
Part Time 163 98.2 
Full Time 3 1.8 
No 116 41.1 
*May not total 282 because of missing data 
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and those in college preparatory programs were about equal at approxi¬ 
mately 50 percent, which nearly fits the population values of 60 per¬ 
cent enrolled in the business program. 
Sixteen percent were bilingual and 84 percent were monolingual. 
This approximates the number of Spanish forms for those participants 
as mentioned above. 
More than 53 percent came from homes in which English is the first 
language, and nearly 46 percent came from homes in which Spanish is the 
first language. 
Nearly 43 percent lived with their mother, and approximately 
41 percent lived with both parents. The remainder of the participants 
lived with their father (4 percent), grandparents (2 percent), sibling 
(4 percent), alone (1 percent), spouse (2 percent), and/or with other 
relatives (5 percent). 
Approximately 59 percent were employed, with the majority (98 per¬ 
cent) of those working as part-timers and 2 percent as full-timers. 
Forty-one percent were not working. 
Table 6 contains the mean, standard deviation, minimum, and maxi¬ 
mum for demographic factors of 282 respondents. 
Family size ranged from 1 to 9 members, with a mean of 4.88. 
Mothers' education ranged from 1 to 19 years of schooling, with an 
average slightly over 10 years. The data show that the majority of the 
mothers did not finish high school. Fathers held slightly higher educa¬ 
tion than mothers did. Fathers ranged from 1 to 20 years of schooling, 
with a mean of over 10 years. Nearly 60 percent of students held a 
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job. Self-report data indicate that they worked between 4 to 45 hours 
a week, with a mean of 20 hours a week. Students' age ranged from 14 
to 20 years, with a mean between 16 and 17. 
Self-reported data derived from questionnaires about grades are 
probably not reliable since there were a substantial amount of missing 
data on this item. Grade average when entering high school ranged 
from 0 to 4.0, with a mean slightly over "C"; while grade average in 
high school ranged from 0 to 4.0, with a mean less than "C". Data 
shows that students perceived grade average to be lower once they 
entered high school. 
Questionnaire Results by Question 
for the Entire Sample 
The second section contains descriptive results for 24 question¬ 
naire items. Table 7 shows the responses for all 282 questionnaires, 
indicating the mean and standard deviation for the 24 questions. The 
scale consisted of five possible answers or responses: (1) Strongly 
Disagree, (2) Disagree, (3) Undecided, (4) Agree, and (5) Strongly 
Agree. 
The highest mean was for Question 22 ("I really want to finish 
high school"). The next highest was for Question 21 ("A high school 
diploma is important for me"). It follows Question 7 ("My family cares 
for my education"). Then, the next highest was Question 16 ("I under¬ 
stand the English language"). After this one. Question 8 ("Teachers 
believe that I am capable of performing well in class") follows. 
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TABLE 7 
MEANS AND STANDARD DEVIATIONS FOR QUESTIONS 1-24 
ON STUDENT QUESTIONNAIRE* FOR 282 RESPONDENTS 
Question** Mean Standard Deviation 
1. I feel that I am part of the 
school. 
3.83 0.85 
2. School rules are unfair most of 
the time. 
3.03 1.12 
3. School is boring most of the 
time. 
3.05 1.21 
4. I like my classes. 3.71 0.85 
5. I like my teachers. 3.88 0.77 
6. Teachers always pick on me. 1.92 1.01 
7. My family cares for my 
education. 
4.56 0.73 
8. Teachers believe that I am 
capable of performing well in 
class. 
4.26 0.72 
9. I have had to stay back one 
time and/or more than once. 
2.05 1.43 
10. I have been absent too many 
days. 
2.42 1.44 
11. I have been late to school too 
often. 
2.11 1.31 
12. I have been suspended too many 
times. 
1.39 0.82 
13. I cut classes too many times. 1.61 1.04 
Continued, next page 
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TABLE 7--Continued 
Question Mean Standard Deviation 
14. School work is too hard for me. 2.09 1.02 
15. I am able to do what other 
students are able to do. 
4.10 1.02 
16. I understand the English 
language. 
4.35 0.97 
17. I always receive low grades. 2.23 1.09 
18. Teachers' rules are unfair most 
of the time. 
2.75 1.08 
19. I have to work to support 
myself. 
2.33 1.35 
20. I have to help my family 
financially. 
2.28 1.23 
21. A high school diploma is 
important for me. 
4.69 0.77 
22. I really want to finish high 
school. 
4.83 0.55 
23. I have too many problems at 
home, so it is hard for me to 
study. 
2.25 1.32 
24. I have seriously considered 
dropping out of school. 
1.78 1.16 
ALL QUESTIONS 2.98 0.33 
*Minimum and maximum were 1 and 5, respectively, for all questions. 
**Rating Scale: 1 = Strongly Disagree; 5 = Strongly Agree. 
And, finally. Question 15 ("I am able to do what other students are 
able to do") follows. 
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The lowest mean resulted in Question 12 ("I have been suspended 
too many times") and Question 13 ("I cut classes too many times"). It 
follows the low mean for Question 24 ("I have seriously considered 
dropping out of school") and Question 6 ("Teachers always pick on 
me"). All the other means were between 2.0 and 4.0. 
Questionnaire Results for Sample Subgroups, 
Including Statistical Comparisons 
The third section contains descriptive results for the 24 ques¬ 
tionnaire items by gender and ethnic group. 
Table 8 shows how each ethnic group (White, Black, Hispanic) 
feels about school. As indicated previously, the scale consisted of 
five possible answers or responses: (1) Strongly Disagree, 
(2) Disagree, (3) Undecided, (4) Agree, and (5) Strongly Agree. 
The four highest responses were Questions 22, 21, 16, and 7. 
For Question 22 ("I really want to finish high school"), the mean 
score for each group ranged from 4.5 and 5.0. For Question 21 ("A 
high school diploma is important for me"), the mean score ranged also 
between 4.5 and 5.0. This finding shows that the students in general 
really want to finish high school. In Question 16 ("I understand the 
English language"), the mean score ranged between 4.0 and 5.0. And 
for Question 7 ("My family cares for my education"), the mean score was 
between 4.5 and 5.0. This suggests that the students have a positive 
feeling regarding these four items. 
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The three lowest responses were for Questions 12, 13, and 24. 
The students tended to disagree most with these items. For 
Question 12 ( I have been suspended too many times"), the mean was 
below 2.0. The same mean score (below 2.0) was found for Question 13 
( I cut classes too many times") and for Question 24 ("I have seriously 
considered dropping out of school"). These findings suggest that the 
students were aware of the consequences of being suspended or being 
out of school (cutting classes) too many times. Overall, these were 
positive results. 
Table 9 shows ANOVA results for differences between ethnic groups 
(White, Black, Hispanic). There were significant differences for only 
two questions. Overall, there were few differences, with the exception 
of Questions 11 and 16. In general, these ethnic groups tended to 
agree, with the exception of those two questions. Their relationships 
with the school and how they feel about the school were identified in 
roughly similar ways. 
Table 10 shows how each group of students, by grade level, felt 
about the school. Table 11 shows statistical comparisons between the 
grade levels. 
The highest mean was for Question 22 ("I really want to finish 
high school"). The next highest mean was for Question 21 ("A high 
school diploma is important for me"). The remaining means all 
clustered around a value of 4.0, or basic agreement. 
The lowest means were for Question 12 ("I have been suspended too 
many times") and for Question 13 ("I cut classes too many times"). The 
F 
RA
TI
OS
 
FO
R 
DI
FF
ER
EN
CE
S 
BE
TW
EE
N 
ET
HN
IC
 
GR
OU
PS
: 
W
HI
TE
, 
BL
AC
K,
 
AN
D 
H
IS
PA
NI
C 
88 
a) 
c_> 
c: * 
(d * 
u • • 
£ 
OO 
• 
CO CO 
• 
oo 
• 
oo OO 
•r— 
c 
21 z z z 
CD 
•P- 
oo 
r—1 CTl CTl o o CTl 
CO CO r^. CO 
*4— CM CM CM CM CM C\J 
"O •N #1 C\ *» 
CM CM CM CM CM CM 
o 
•r— O LO CO LO 
4-> CTl LO CO CO CM o 
rd • • • • • • 
cc rH CM rH rH CM i—H 
Ll_ 
• 
a) 
E 
•|— 
+J 
r— a) 
o XI • 
o +-> CD 
x: E 
o 4- 
CO O +-> 
OJ 4-> CD 
XI CO XI • 
+-> o +J <D 
E E 
4- 4- 
O S- O CI 
•r— o 
+-> rd 4—> 
s- 4- CO XX 
rd c o • a 
CL 3 E • CO •I— 
CO s- CL 
E aj CD CD CD 
id s- C to XI CO 
<d •1— CO o >> 
1-1 S- id rd rd 
CO o 1— CD 2 
4-> CD -Q o 4-> 1— 
id r— id 
XI 3 CO >> >> 
4-3 S_ •1— E E CO 
S- 
,— r— i— CD CD aj 
cd o o XX XX XI 
CL) o o •r— •r— u 
C 4- XI SI i— r— rd 
o o u CD 
•r— »—1 00 oo »—1 t—i 1— 
+-> 
CO 
cd • • 
3 rH CM CO LO CO 
O' 
CD 
cn 
id 
CL 
OO oo oo 00 
• • • • 
z z 21 z 
"O 
a» 
u 
c 
oo O r—H 
CO CO r-^ 
CM CM CM OJ 
•t r\ «s 
CM CM C\J OJ 
LO o O 
00 r>* CTl f-v 
• • • • 
CD 
c 
•r“ 
E 
s- CD 
o S- 
4- o 
S- E 
CD 
CL s- 
o 
4- 
O -a 
C 
CD rd 
• r— • 
CI jd CD CO 
o rd E >1 
•f— CL •r— rd 
4-> rd 4-3 -a 
rd o 
CJ CD >i 
3 E CI c 
-O id o rd 
aj ►—t E 
>i o o 
E 4-3 rd o 
rd JO 4-3 
s- XI 
o 4-> >1 4-> 
4- id C 
a> 4-> CD 
CD > to CO 
CD CD • JO 
•1— CO o rd 
rd 1— to 4-> 
o CD Id c 
JO -o • CD 
>) o Id CD CD 
to XI (_> JO 
•r— i- c c 
E CD -t- CD O CD 
rd XI > > 
4- O 1— id c rd 
rd 1— xi id XI 
>> CD CD XI 
1— 3 l—l 4-> ►—t 
• • 
00 CTl O 
\-1 
TA
BL
E 
9-
-C
on
tin
ue
d 
89 
A 
hi
gh
 
sc
ho
ol
 
di
pl
om
a 
is
 
im
po
rt
an
t 
fo
r 
m
e.
 
TA
BL
E 
9-
-C
on
tin
ue
d 
90 
d) 
u 
c: 
CO 
o • • • 
• 1— 
4- 
CO CO 
• 
to 
• 
•r— z z 2: 
£Z 
' co 
•1— 
to 
1—1 CO T—1 
* CO 
4- CM CM C\J 
T3 e» 
C\l CM Osl 
O 
*i— CM CM 
+-> O CO OsJ 
CO • • • 
oz 
Li_ 
-O 
S- 
n3 
-C 
4- 
to O 
•r— 
-t-> 
4-> Z3 
•i— O 
• O CD 
r— to cz 
o •r" 
o w\ CL 
_£Z CU CL 
U E O 
to o S- 
.cz ■o 
.cz 
CO -4-> ■O 
• r— 03 cu 
_cz s- 
co QJ 
-CZ E -o 
to d> •i— 
• r— i— CO 
£Z -Q c 
•f— O o 
4- J- o 
CL 
O • >> 
+-> >1 >> 
C "O to 
+-> CO =5 Z5 
CZ E +■* o 
tO to •1— 
s o s- 
o o cu 
>> +-> +-> to 
1—— • 
r— d) d) CU r— 
03 > E > O 
CD CO (O O 
c. _cz s_ -C -CZ 
o o o ►—i d- >—i co 
+J 
to 
d) • • • 
i 3 OsJ CO 
O' OJ CM OsJ 
+-> 
c 
to 
o 
E *r- 
O 4- 
-O -r- 
<U C 
<U CT> 
S- -r- 
4- lO 
4- +-> 
O O 
Z 
to 
d) II 
<u 
S- 
CJ) to 
d) 
q z: 
* * 
■K 
M
EA
NS
 
AN
D 
ST
AN
DA
RD
 
DE
VI
AT
IO
NS
 
FO
R 
GR
AD
E 
10
, 
GR
AD
E 
11
, 
AN
D 
GR
AD
E 
12
 
91 
CM 
a; 
T3 
n3 
E 
o 
E ■a o 
E -r- 
(T3 4-> 
T3 ra 
E •«- 
rtJ > 
+-> QJ 
OO O 
E 
03 
QJ 
CM 
00 
CO 
O 
oo ih »■14 
oo i--. o> 
• • • 
03 
r-^ 
OO «"H CO 03 C\J 
oo O 00 00 VO LO ■ • • • • • 
CM CO CO CO *-H ^3- 
O) 
•a 
03 
E 
cn 
e ■a o 
E -r- 
ra +-> 
"O 03 
E -i- 
03 > 
+-> QJ 
00 Q 
03 
QJ 
CO 
00 
LO 00 
CM 
vo cm 
oo oo o 
cr> 
cn o o VO 00 pH O VO 03 o 
• • • • • • • 
CO CO CO oo CO CM 
o 
a> 
-a 
03 
E 
CD 
-a o 
E -r- 
fO -t-> 
■O 03 
E •!- 
03 > 
+j aj 
OO o 
VO 00 CO 03 o 00 VO o «3- 
e r-^ LO pH 03 oo 00 vo 
n3 vo O pH C'. 00 03 
QJ • • • • • • • 
2: CO CO CO CO CO t-H *3“ 
e 
o 
+-> 
to 
QJ 
o 
cr 
o E O E 
* i— O >3 
+-> ro +-> E 
e 4- </> j*: 
<T3 E o • a E 
Q. ZJ E • to •r— O 
• CO E CL VI¬ 
E Q) QJ 03 CD QJ 
ro E E E CO -E to VO 
f0 *i— • r— to O >3 0J 
>—i +-> E ro ra fO E 
to O r— QJ 5 fO 
+■> • Q) QJ JD u +J r— CJ 
<T3 i— -E VO • 
-E o 3 -*-> to • >> >3 >3 C 
+-> o E •r- QJ E E to 1— O 
x: 4- E E •r— 'r— 
r_ u r— O r— ■ f— a; QJ QJ E 4-> 
QJ to o O 4-> x: <T3 fO 
QJ o +-> O •r— •i— o 4- O 
4— QJ x: to x: qj r— r— (O • 
x: o o o x: QJ QJ >>“0 
t—i +-> oo E oo +-> M t—t t— E "SL QJ 
• • • 
• • • 
pH CM CO *3" to VO 
C
on
tin
ue
d,
 
n
e
x
t 
pa
ge
 
TA
BL
E 
10
--
C
on
tin
ue
d 
92 
C\J 
a> 
"O 
»a 
s- 
CD 
cz 
x> o S- -r- 
fd +-> 
"O fd 
a -t- fa > +-> <u 
oo o 
fd 
cu 
r-- 
lo CD 
*d" 
co oo co cm ^ co oo CD oo 
o CD 
cu 
CD 
<a 
CL 
X 
a> 
-a 
a> 
c 
o t_> 
cu ■o fd 
s- 
CD 
-a o 
S- -r- 
fd +-> 
"a ra 
SC -r- 
ro > 
+-> cu 
oo Q 
fd 
a) 
co 
r- 
oo 
o 
• 
«d- 
o o 
CM 
O M- 
o 
CM 
r—1 o CO 
rH O 
• • • 
CM CM CM 
CO 00 '—I 
CO CO CM 
• • • 
i—1 <—I CM 
O 
a> ■a 
fO L. 
CD 
e ■a o 
s- 
id +-> ■a ns 
SZ -r- 
fd > 
+-> cu 
OO Q 
cz 
fd 
cu 
co 
CO 
'd- CM 
'd- 
•d- LO lo 'd- o 'd' CM O «d- O 
CTl CO CO LO 00 O CO rH LO t—H 
• • • • • • 
CM CM CM r-H rH CM 
c 
o 
•r— 
+-> 
to 
cu 
=3 
cr 
c o 
CD fd o 
*—t CZ -x _cz 4-> “O 
•r- U -t-> o >3 s*. 
-*-> E fd o "O c fO fd s- -Q CU •4-> CU fd SZ 
_CZ o s- o ■a E 
4-> 4- >> O +-> +j cz o S- fd E c • cu o o 
cu <d +-> cu cu cz CO¬ o 
> CL in S- to +-> cu CO +-> 
a> • O -Q fd +-> ZJ CO 
•r- 4- CO o \ fd r— 4- to to •r" 
i— o CO +-> -a O cu 
cu 03 c c cz cz • to 
-Q CU TD (d cu • cu o cu to to £- 
o fd cu to cu o cu cu fd O (/) -Q JZ cu -O >, -O +J -Q E p— 
s- fd c E fd •1— u • 
CU CL •P“ a) -r- CU "O cu «— CD +-> • r“ CD (— fd > 4-> • > > o > +-> to o E 
o o r— fd CU fd >> fd o fd >> zs cu o 
fd -£Z CU CJ SZ !Z SZ SZ jz cz O E .n S- 
cu E CD cz c fd o fd •l" o o 
1— fd i-f o o —• E t—• to 1-f E ►—1 +-> C/J 4- 
• 
00 
• 
CD 
• 
o 
• 
rH 
• 
C\J 
• 
oo 
• 
r-H i—1 r-H r-H r-H 
TA
BL
E 
10
--
C
on
tin
ue
d 
93 
LT> O 
CT> Cn 
• 
CO 
O'. 
CM 
co 
*3- O co o cn cm 
o 
o 
CM 
o 
cn 
o 
vo 
co 
co 
VO 
CM 
CM 
VO 
r^ 
CM CM 
cn 
o 
CM 
CM 
00 
o 
QJ to 
t— • i— 
XI i— 
+-> 03 CT) 3 
03 C O 
jz a> LU 1- 
2 S- 
03 QJ a> 
o 
T3 to 4-> O C 
+-> at 
•a O) o 
+-> 
_n to 
03 
s_ o 
E a) -o 
n3 -£= 
-*-> o I—t O -t-> 
in 
03 
aj 
o 
qj 
s- 
a> 
-t-> 
cu 
i- a> 
03 -£C 
-t-> 
to 
a) 4— 
i— o 
o 
S- 4-> 
to 
+-> • - o 
to QJ vo to E 
s_ cn >> • S- 
QJ 03 03 to QJ S- 
T3 =3 3 cu -SC -r- 
c cn r— -O O 03 
n c 03 03 03 4- 
03 s- QJ C 
t—1 1— >—i cn h- 3 
• 
UD 
• 
00 
iH pH iH 
CM 
CM 
CO 
VO 
i—II 
• 
CM 
in 
in 
+-> 
s- 
o 
CL 
Q. 
O 
to 
o 
4-> 
S- 
o 
3 
o 
+-> 
aj 4_ 
> r— 
03 qj 
SZ to 
- i 
cn 
CM Vt 
rH CM cn O co cn 00 iH in o co oo 
• • • • • • • 
CM CM CM CM 
VO 
co 
vo 
vo 
o 
co CO 00 LO 
CO r-H CO 00 o co 
• • • • • 
• • 
CM CM CM CM 
E 
03 
Q. 
a) 
O I— 
+j 03 
a) o 
> c 
03 03 
x: c 
o 
CM 
to 
03 
E 
o 
Q. • 
•r- a> 
-a E 
r— S_ 
o o 
O 4- 
x: 
o +■> 
to c 
03 
-SC +J 
cn s- 
•r- O 
XI Q- 
E 
•!— 
CM 
C
on
ti
nu
ed
, 
n
e
x
t 
pa
ge
 
TA
BL
E 
10
--
C
on
tin
ue
d 
94 
e 
■a o 
e r-H r-H 03 4-> CO r-H 
"O 03 • • 
C\J E •!— t-H pH T-\ 03 > 
+-> CD 
cu OO Q 
■a 
03 
e 
CD 
E o t—H cn 
03 03 CO wo 
CD • • • 
2: C\J r-H 
e 
"O o 
E -1- CO in WO 
03 +-> in CO rH ■a 03 • • • 
r-H e *r- t-H t—H 
t—H 03 > 
4-> CD 
CD OO Q 
-a 
ca 
e 
i CD 
E o CO o 
03 00 CO oo 
CD • • • 
2: CM r-H 
E 
•O o 
E -r- r-. 00 CO 
03 4-> in CM CM 
"O 03 • • • 
O E -r- t-H r-H 
i—t 03 > 
4-> CD 
Cl) OO Q 
-o 
05 
E 
i ^ 
E 00 CO in 
03 I--. o CO 
CD • • • 
2: <3’ CM rH 
CO 
.e E <+- 
10 CD "O o 
• r— E i 
E JO 03 E -M 
•r- O JC o zs 
4- E O O 
CL CO 
O >, 03 
4-> >3 >3 r— E 
E +-> T3 CO •>— 
+-> 03 t- =3 ZS CL 
E • E -*-> O CL 
03 i— O CO •r- O 
5 o O CO E E 
O o o CD "O 
>>-E +-> •> +-> to 
1— o CD ■o • 
1— CO CD E CD CD CD — 
03 > O E > E o 
CD -E 03 -E 03 CD o 
E E CD -E E -E T3 JZ 
o •i— 4-> O •r— o 
•r— H-l _E i—i 03 4— »—i l/) CO 
+-> 
</> 
CD • • • 
Z3 CM CO 
cr CM CM CVJ 
F 
RA
TI
OS
, 
DE
GR
EE
S 
OF
 
FR
EE
DO
M
, 
AN
D 
PR
OB
AB
IL
IT
Y 
LE
VE
LS
 
FO
R 
SI
GN
IF
IC
AN
CE
 
OF
 
DI
FF
ER
EN
CE
 
BE
TW
EE
N 
GR
AD
E 
10
, 
GR
AD
E 
11
, 
AN
D 
GR
AD
E 
12
 
95 
"O 
cu 
Z3 
c 
* 
4— 
-a 
CO *3" ^1" LO CD 
I"-. r-^ 
CM OJ CM CM CM 
0% #* w\ 
CM CM CM CM CM 
CO CM LO 00 
r-'- 
CM CM CM CM CM 
0% 0% 0% 
CM CM CM CM CM 
+-> 
c 
o 
o 
o 
• I— 
-M 
03 
OZ 
•3" 00 O o cd o CVJ CO CO CO CO LO LO 
CO CM <—I CO CO I-H 
I—I VO 
CO o 
CJ) 
E 
S- cu 
0 s- 
4- 0 
• s- E 
a) cu 
E CL s- 
*r— 0 
+-> 4- \ 
• 0 T3 
1— cu cz 
o -C • cu 03 
o +J a> • r— • 
XZ E cz X) cu CO 
o 4- • r— o 03 E >1 
to o +-> ■ 1— Q. •r— 03 
4-> 03 4-> "O 
cu +-> cu 03 0 
xz to x: • u <u >> 
+-> o cu Z3 E cz £Z 
E E -O 03 0 03 
4— 4- cu E 
o s- o c 1—t 
•r- o >> a 0 
4-> 03 +-> E +-> 03 0 
s_ 4- to -2>c 03 XJ -M 
03 c o • u s- xz 
a. Z3 E • co •r— o +J >> -M 
CO s- CL 4- 03 cz 
E cu CD a) cu cu +-> cu 
03 i- c CO xz to to > to co 
03 ■1— CO o >3 cu cu • X) 
»—1 S- fO 03 03 s- •1- to 0 03 
to o cu s 03 1— to -t-> 
+J cu X3 o +-> r— o CU 03 CZ (O CO X3 1— T3 • cu 
xz Z3 to >> >> >> 0 03 CU cu 
+J s- •r— E E CO (- to xz 0 X) S- •1— s- cz c 
,_ ,_ r— CD cu cu E CU *r- cu 0 cu 
a> o o xz 03 x: > > 
CL) o o •r* •r™ o 4- CJ f— 03 C 03 
4- x: xz r— r— 03 03 1— xz 03 x: 
o o cu >) cu cu xz 
1—1 oo CO »—» HH 1— 2: 1— % 1—1 +J »—1 
• • • • 
• • • • 
• 
i—H CM CO *3" LO CO I"- 00 CD 0 
»—1 
TA
BL
E 
ll
--
C
on
ti
nu
ed
 
96 
TA
BL
E 
ll
--
C
on
ti
nu
ed
 
97 
>1 
+-> 
■1™ 
i— • • 
-Q oo • OO • OO • 
fd 
-Q 
z: z: z 
O 
E 
Co 
co CO 
* r-^ 
4- CM CM CM 
TD r* n 
CM CM CM 
O 
•i— LO i—1 O 
4-> CM CM 
rd • • • 
CC r—1 rH 
Ul. 
■a 
E 
fd 
sz 
4- 
co o 
‘r— 
+-> 
+-> 3 
O 
• o CO 
r— co E 
O •i— 
o CL 
-E a> CL 
U E O 
CO o E 
.E TO 
-E 
CO +-> “O 
T" fd CU 
-E E 
CO ai 
_E E -a 
CO a) ■ i- 
•1— i— co 
E E 
•r— o O 
4— E a 
CL 
O • >> 
+-> >> >> 
E -O co 
+-> fd 3 3 
E E +-> O 
fd co ■i— 
S o E 
O O CU 
>> +-> +-> co 
r“ • 
r— <u a> CU f— 
fO > E > o 
cu fd fd o 
E _E E -E _E 
O O o 
•i— »—i .-h 4- i—i co 
! -t-> 
CO 
i <u • • 
• 
13 OJ OO 
O' <XJ CM (XI 
-M 
E 
fd 
C_> 
E •«- 
O 4— 
~0 •<- 
cu c 
Cl) CD 
E -r- 
4- 00 
4- 4-> 
O O 
z: 
CO 
cu ii 
cu 
E 
co oo 
cu 
q z: 
* * 
* 
98 
only other means less than 2.0 were for Question 24 ("I have 
seriously considered dropping out of school") and Question 6 
("Teachers always pick on me"). For Questions 12, 13, and 24, this 
is normal if compared with Table 8 (ethnic group feeling about 
school). 
Table 11 shows that there were several significant differences. 
The highest significant difference was for Question 21 ("A high 
school diploma is important for me"). The next were for Question 1 
("I feel that I am part of the school"), Question 6 ("Teachers always 
pick on me"), Question 7 ("My family cares for my education"), and 
Question 14 ("School work is too hard for me"), with probability 
level of .05. Of the 24 questions, only these 5 were significant. 
Table 12 shows the differences between those students in the 
regular class program (English speakers or English forms) and those 
in the bilingual program (Spanish speakers or Spanish forms). The 
result for Question 11 ("I have been late to school too often") was 
significant. This suggests that the students in the regular program 
tended to be late more often than the students in the bilingual pro¬ 
gram. Significant results were also obtained for Question 16 ("I 
understand the English language"). It is obvious that students in the 
regular program understand the English language better than those in 
the bilingual program who are behind in understanding the English 
language but continue working toward improving their English language 
skills. With the exception of those two items, there were no other 
differences between the groups. 
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Table 13 displays the mean, standard deviation, and t test results 
with degree of freedom and probability for differences between males 
and females. Significant results were found on the analysis of several 
i terns. 
The result for Question 13 ("I cut classes too many times") was 
significant, with females tending to agree less than males. The sig¬ 
nificant differences for Question 17 ("I always receive low grades") 
indicates less agreement for females on this item. For Question 21 
("A high school diploma is important for me"), the result was signifi¬ 
cant, with females tending to agree more than males. The last signifi¬ 
cant item was for Question 22 ("I really want to finish high school"), 
where females agreed to a greater extent than males. In general, there 
were not many differences, with the exception of the four questions men¬ 
tioned above. 
Table 14 shows responses on the 24 items with mean, standard 
deviation, and t test results with degree of freedom and probability 
for differences between working and nonworking students. 
For Question 14 ("School work is too hard for me"), the result was 
significant, with working students tending to agree less than nonwork¬ 
ing students. Also, Question 16 ("I understand the English language") 
was significant with nonworking students tending to agree less than 
working students. The results with respect to Question 19 ( I have to 
work to support myself") and Question 20 ("I have to help my family 
financially") were also significant with nonworking students tending to 
agree fess than working students. Those students who are working 
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probably need to keep their job in order to support themselves and to 
help their families financially. Overall, there were not many dif¬ 
ferences, with the exception of those four questions. 
Table 15 shows responses on the 24 items with mean, standard 
deviation, and t test results with degrees of freedom and probability 
for differences between students with Spanish as first language and 
students with English as first language. 
Some results were significant. For Question 5 ("I like my teach¬ 
ers") and Question 7 ("My family cares for my education"), the results 
were significant, with English first language students tending to 
agree less than Spanish first language students. For Question 11 ("I 
have been late to school too often") and Question 16 ("I understand 
the English language"), the results were significant, with Spanish 
first language students tending to agree less than English first 
language students. Also significant were Questions 14 ("School work 
is too hard for me") and Question 17 ("I always receive low grades"), 
with English first language students tending to agree less than 
Spanish first language students. Only 6 of the 24 questions were 
significant. 
Table 16 shows the mean, standard deviation, and t test results 
with degrees of freedom and probability for differences between col¬ 
lege preparatory and business course students. 
Of significance were several statistical analysis of the results, 
namely, for Question 3 ("School is boring most of the time ), 
Question 9 ("I have had to stay back one time and/or more than once"), 
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Question 10 ("I have been absent too many days"), and Question 12 ("I 
have been suspended too many times"), business course students 
responded significantly higher when compared with college preparatory 
students. 
For Question 5 ("I like my teacher"), the result was significant, 
and the answers for business course students were significantly lower 
than those of college preparatory students. 
For Question 17 ("I always receive low grades"). Question 19 ("I 
have to work to support myself"). Question 20 ("I have to help my 
family financially"), and Question 24 ("I have seriously considered 
dropping out of school"), business course students responded signifi¬ 
cantly higher than college preparatory students. 
Correlations Between Pre-High School and High School 
Grades and Each of the Questions, Reliability, and 
Cross-Tabulations Between Question 24 and Each 
of the Other 23 Questions 
Table 17 displays the correlations between grade average of stu¬ 
dents when they entered high school in September (Average 1) and grade 
average of students in the first marking period (Average 2) for 236 
cases. There are a total of four marking periods within the school 
year. Each marking period runs for 10 weeks. There was a significant 
amount of missing data (42 cases) on grades. 
Question 1 ("I feel that I am part of the school") correlated with 
grade average upon entering high school. Students who were doing bet¬ 
ter in school tended to feel more a part of the school, and students 
122 
TABLE 17 
CORRELATIONS BETWEEN ENTERING GRADES (AVERAGE 1) AND 
FIRST MARKING PERIOD GRADES (AVERAGE 2) FOR 
QUESTIONS 1-24 ON THE STUDENT QUESTIONNAIRE 
Question Average 1 Average 2 
1. I feel that I am part of the school. .20** .14 
2. School rules are unfair most of the 
time. 
-.11 -.16* 
3. School is boring most of the time. -.13 -.07 
4. I like my classes. .13 .11 
5. I like my teachers. .09 .13 
6. Teachers always pick on me. -.04 -.13 
7. My family cares for my education. -.04 .02 
8. Teachers believe that I am capable 
of performing well in class. 
.08 .03 
9. I have had to stay back one time 
and/or more than once. 
-.19* -.24** 
10. I have been absent too many days. -.27** -.25** 
11. I have been late to school too 
often. 
-.16* -.29** 
12. I have been suspended too many 
times. 
-.10 -.10 
13. I cut classes too many times. -.22** -.27** 
14. School work is too hard for me. -.06 -.17* 
Continued, next page 
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TABLE 27--Continued 
Question Average 1 Average 2 
15. I am able to do what other students 
are able to do. 
.10 .08 
16. I understand the English language. .02 .07 
17. I always receive low grades. -.37** -.46** 
18. Teachers' rules are unfair most of 
the time. 
-.17* -.26** 
19. I have to work to support myself. -.16* -.17* 
20. I have to help my family 
financially. 
-.18* -.18* 
21. A high school diploma is important 
for me. 
.17* .15 
22. I really want to finish high school. .09 .03 
23. I have too many problems at home, 
so it is hard for me to study. 
.07 -.15* 
24. I have seriously considered 
dropping out of school. 
-.13 0.21** 
*p < .01 
**p < .001 
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who were not doing well in school did not feel much of a part of the 
school. 
Question 9 ("I have had to stay back one time and/or more than 
once") indicated a negative correlation. If the students have had to 
stay back, then their average is going to be low. This suggests that 
the more likely they are to stay back, the lower their grades are; the 
less likely they are to stay back, the better their grade average is 
going to be. 
The results for Question 10 ("I have been absent too many days") 
indicated that students who were absent often tended to do more poorly 
than those who were not often absent. 
Question 11 ("I have been late to school too often") indicated 
that students who were late often tended to get lower grades, and those 
who were not late often tended to get better grades. For Question 13 
("I cut classes too many times"), the correlation is essentially the 
same as Question 11. Students who cut classes frequently tended to 
get lower grades, and those who did not cut classes frequently tended 
to get better grades. 
Question 17 ("I always receive low grades") indicated a high cor¬ 
relation. Students tended to respond more toward agreement as com¬ 
pared to their average before high school. In this instance, there 
should be a close relationship between missing classes and low grades. 
If they agree with that, their grades are going to be lower; if they 
disagree with that, their grades are going to be higher. 
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Question 18 ("Teachers' rules are unfair most of the time") indi¬ 
cated that if the students agreed with this statement, they tended to 
get lower grades; if they consider teachers' rules to be fair, their 
grades tended to be higher. 
Question 24 ("I have seriously considered dropping out of 
school ) showed a significant correlation. Students who were con¬ 
sidered dropping out of school were those with poorer grades. Those 
students who were not planning to drop out of school tended to get 
better grades. Data shows that students' attitudes throughout high 
school indeed affect their grade average (or doing poorly may influ¬ 
ence the likelihood of dropping out), and these students are the ones 
at risk. 
Students' Attitudes Related to 
Research Question 4 
Research Question 4 stated: How does the students' level of 
satisfaction/dissatisfaction affect his/her interest to remain in 
school? Cross-tabulations of Questions 1 through 23, with Question 24 
with chi-square, significance levels, and contingency coefficients, 
were done for 282 questionnaires and are summarized in Table 18. This 
was done in order to answer the fourth research question addressed by 
the study. 
Question 1 ("I feel that I am part of the school") indicates a 
tendency of agreement; and if they feel part of the school, they will 
remain in school. The results for Question 2 ("School rules are 
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unfair most of the time") indicated that students tended to disagree. 
It is a favorable factor contributing to keeping the students in 
school. For Question 3 ("School is boring most of the time"). 
Question 4 ("I like my classes") and Question 5 ("I like my teach¬ 
ers"), the results were significant. If school is boring, they 
tended to think about leaving school; if they liked their classes and 
teachers, they did not think about leaving school because they were 
satisfied in school. 
The results for Question 6 ("Teachers always pick on me") was 
significantly related to Question 24. The less they felt that their 
teachers picked on them, the more they tended to agree to stay in 
school. For Question 7 ("My family cares for my education"), the stu¬ 
dents tended to agree and felt that their families were aware of the 
importance of their education. 
The results for Question 11 ("I have been late to school too 
often") and Question 14 ("School work is too hard for me") were sig¬ 
nificant. If students were late, or found the school work too hard, 
their interest in remaining in school will be negatively expressed. 
For Question 17 ("I always receive low grades"), it is normal for stu¬ 
dents who are late to school to find school work hard. Also, it is 
important to consider that they see teachers' rules are unfair most of 
the time. There is a close relationship between low grades, teachers' 
rules in their classes, and students' interest to attend and remain in 
school during this stage. 
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Other variables are very important during students' school life 
and those variables are significant at a point in which a decision 
between dropping out or continuing school has to be made. Question 19 
("I have t0 work to support myself"). Question 20 ("I have to help my 
family financially"), and Question 23 ("I have too many problems at 
home, so it is hard for me to study") affect the students' level of 
satisfaction/dissatisfaction in school. Students' responsibilities 
should be to study. It should be their priority. If they have prob¬ 
lems at home, those factors tend to complicate the situation. If the 
priority is to work for personal needs and/or help the family, a lot 
of pressure is placed on school work. At the end, a final decision 
needs to be made between continuing school or dropping out of school. 
Fourteen of the 23 questions in the questionnaire were signifi¬ 
cantly related to Question 24. That means that the level of satisfac¬ 
tion is good or satisfactory. The more favorable the environment in 
and out of school is, the more the students tended to agree to stay in 
school. Note that the questionnaires were filled out by students in 
school, and the results might be different for students who have had 
already dropped out. 
Open-Ended Responses 
This section presents the answers to the open-ended section of 
the questionnaire. Out of 282 questionnaires, only 111 (39 percent) 
answered this section. Answers were analyzed individually. Then they 
were grouped by sections according to the frequency of answers. 
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Categories on the first question ("Major problem regarding your 
education") were as follows: 
-- lack of motivation 
— teachers do not care 
-- need to work 
— lack of concentration 
-- personal/family problems 
-- difficulty with the English language 
-- lack of parental cooperation 
-- quality of food in school 
-- peer pressure 
-- absent too many times 
Out of 111 questionnaires, 21 (19 percent) seemed to have a lack 
of motivation regarding their studies. Twenty (18 percent) felt that 
teachers do not really care if students work or not. Sixteen (14 per¬ 
cent) did not have time to complete their homework since they had to 
work. Thirteen (12 percent) had a hard time concentrating in their 
classes. Twelve (11 percent) had personal/family problems. Five 
(4.5 percent) expressed having difficulty with the English language. 
Four (3.6 percent) were facing lack of parental cooperation as well as 
peer pressure. Another four (3.6 percent) had already missed too many 
days of school. Three (2.7 percent) complained about the quality of 
school food. The remaining answers varied and frequencies were either 
one or two (1.0 to 1.8 percent). 
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Out of 282 questionnaires, only 77 (27 percent) answered the 
second question (11 Recommendations to improve the present educational 
system"). Once again, answers were individually analyzed and then 
grouped according to the frequency of answers. Responses to the 
second question were as follows: 
— revise school rules: fair 
— improve student/teacher relationships 
-- start classes later 
-- make bilingual students feel part of the school 
— make classes harder; give more homework 
-- make attendance policy more strict 
-- hire more younger teachers 
-- have alternate classes 
Student recommendations to improve the school system were, once 
again, varied. Out of 77 (27 percent) questionnaires, 14 (18 percent) 
recommended a revision of school rules. They felt that they should be 
fair and consistent. Ten (13 percent) recommended an improvement on 
student/teacher relationships. Six (7.8 percent) would like to start 
classes later in the day. Six (7.8 percent) would like to help 
bilingual students feel part of the school by integrating them more 
into regular programs. Five (6.5 percent) agreed that by having 
alternate schedules or classes, students would be more interested and 
excited. Five (6.5 percent) would like to have or see more challeng¬ 
ing classes as well as have more homework. Four (5.0 percent) would 
like to see younger teachers as positive motivation for the students. 
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The remaining answers varied and 
three (4.0 percent) and one (1.0 
dents' answers.) 
the frequency fluctuated between 
percent). (See Appendix A for stu- 
CHAPTER V 
CONCLUSIONS AND RECOMMENDATIONS 
This section of the dissertation focuses on two main areas. The 
first attempts to present the most important conclusions arrived by the 
study. The second area focuses on the recommendations to improve stu¬ 
dents' level of satisfaction and recommendations for future research 
efforts. 
Conclusions 
This section is guided by the four research questions of the 
study. 
Question 1: What Is the Level of Satisfaction 
of the High School Students? 
Students' responses to Research Question 1 showed evidence of 
satisfaction, with a mean of 3.71 (see Table 19). This was measured 
by Question 1 ("I feel that I am part of the school"). Question 3 
("School is boring most of the time"). Question 4 ("I like my 
classes"). Question 5 ("I like my teachers"), and Question 15 ("I am 
able to do what other students are able to do") in the survey ques¬ 
tionnaire. Students, indeed, were content in the school environment. 
It was clearly stated that the more favorable the school environment 
is, the more students are likely to stay in school and move ahead. 
However, it is important to consider that there are other factors 
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TABLE 19 
MEANS AND STANDARD DEVIATIONS 
OF QUESTIONNAIRE 
FOR FOUR 
ITEMS 
COMBINATIONS 
Question Mean Standard Deviation 
Combination 1: 3.71 .03 
1. I feel that I am part of the 
school. 
3. School is boring most of the 
time. 
4. I like my classes. 
5. I like my teachers. 
15. I am able to do what other 
students are able to do. 
Combination 2: 2.84 .03 
2. School rules are unfair most 
of the time. 
6. Teachers always pick on me. 
7. My family cares for my 
education. 
9. I have had to stay back one 
time and/or more than once. 
16. I understand the English 
language. 
18. Teachers' rules are unfair 
most of the time. 
19. I have to work to support myself. 
Continued, next page 
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TABLE 19--Continued 
Question Mean 
. ■ ^— 
Standard Deviation 
20. I have to help my family 
financially. 
23. I have too many problems at 
home, so it is hard for me to 
study. 
Combination 3: 2.07 .04 
3. School is boring most of the 
time. 
11. I have been late to school too 
often. 
12. I have been suspended too many 
times. 
13. I cut classes too many times. 
14. School work is too hard for me. 
17. I always receive low grades. 
Combination 4: 3.89 .03 
8. Teachers believe that I am 
capable of performing well in 
class. 
21. A high school diploma is 
important for me. 
22. I really want to finish high 
school. 
24. I have seriously considered 
dropping out of school. 
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outside of the school that interfere with students' level of satisfac¬ 
tion and, in some cases, lead to dropping out of school. 
This finding contrasts to that of Ayers (1989), who indicated 
that almost all children expect school to be mostly unresponsive, dis¬ 
connected from life, and unrelated to their deepest desires and con¬ 
cerns. 
Question 2: What Are the Factors Contributing 
to Students' Dissatisfaction at the Hiqh School 
Level? 
The mean obtained for this research question was 2.84. This was 
measured by Question 2 ("School rules are unfair most of the time"), 
Question 6 ("Teachers always pick on me"). Question 7 ("My family 
cares for my education"), Question 9 ("I have had to stay back one 
time and/or more than once"), Question 16 ("I understand the English 
language"). Question 18 ("Teachers' rules are unfair most of the time"), 
Question 19 ("I have to work to support myself"). Question 20 ("I have 
to help my family financially"), and Question 23 ("I have too many 
problems at home, so it is hard for me to study") in the survey ques¬ 
tionnaire. 
Question 7 ("My family cares for my education") resulted with the 
highest mean. This indicates that family interests for the education 
of its members is very transcendental. If students perceive their 
parents as being interested in their education, they will make more 
effort in school. This finding agrees with Gay (1986), Hofferth (1987), 
and Rossa (1986), who previously found that the child's educational 
attainment is highly correlated with that of their parents. They also 
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found that parental attitudes toward school do have an effect on the 
child s educational program and his/her performance. Family back¬ 
ground has obvious relevance to students' school attendance as well 
as academic achievement. 
Clark-Stewart (1989), Kunisawa (1988), and Stern (1987) have 
stated that the social and economical circumstances in the family 
are not the same as the traditional one. The changes in family 
organization have created stress and obstacles for each individual 
to move ahead and reach his/her goals. 
Question 19 ("I have to work to support myself") and Question 20 
("I have to help my family financially") were significant between 
working and nonworking students. Students who are working could bene¬ 
fit from the experience. While their job was not a lifetime commit¬ 
ment, it provided some valuable skills that would later be transferred 
to future opportunities and would give the student an advantage over 
other job seekers. On the other hand, students with part-time and 
full-time jobs could be susceptible to dropping out of school. In 
fact, Kunisawa (1988) found evidence that male students are more 
likely to leave school before graduation to get a job which more often 
turns out to be a failure. In some cases, a student's job interferes 
with school work: there is no time to complete homework, it 
it increases absenteeism in school, and it contributes to students' 
interest for consumerism. 
Question 3: How Does This Level of 
Satisfaction/Dissatisfaction Affect 
Their Academic Achievement? 
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Question 3 ("School is boring most of the time"), Question 11 
("I have been late to school too often"), Question 12 ("I have been 
suspended too many times"). Question 13 ("I cut classes too many 
times ), Question 14 ("School work is too hard for me"), and 
Question 17 ( I always receive low grades") intended to answer this 
research question, with a mean of 2.07. Students who were doing 
better in school tended to feel a part of the school. The average of 
those students who have had to stay back tended to be lower. Students 
who were late often tended to get lower grades, as those who were 
absent often did. There was a close relationship between missing 
classes and low grades. It was interesting to note that students 
seemed to be aware of the consequences attendance in school had upon 
their academic achievement. 
The higher the students' level of satisfaction is, the better 
grades he/she will earn. This finding supports the conclusions of 
Backman and Secord (1968), Ford (1985), Reddy (1978), and Trent (1987) 
that there is indeed a positive correlation between high self-regard 
and academic achievement. In general, students' academic achievement 
tended to be lower once they entered high school. 
Question 4: How Does the Students' Level of 
Satisfaction/Dissatisfaction Affect His/Her 
Interest to Remain in School? 
Analysis of the data revealed that students are very interested 
in a high school diploma--they do want to finish high school. This was 
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measured by Question 8 ("Teachers believe that I am capable of per¬ 
forming well in class"), Question 21 ("A high school diploma is impor¬ 
tant for me"). Question 22 ("I really want to finish high school"), 
and Question 24 ("I have seriously considered dropping out of school"), 
with a mean of 3.89. A cross-tabulation of Questions 1 through 23 
(Table 18) was also utilized to measure this level of satisfaction 
affecting students' interest to remain in school. 
Some favorable factors contributing to keeping students in school 
were found. Data show that students, in general, feel a part of the 
school, they consider school rules to be fair most of the time, and 
they like their teachers. If they feel a part of the school and feel 
satisfied with those factors, they will not think about leaving school. 
And, again, students indicated that their family cares about their 
education. 
It was also demonstrated that when students are late and/or feel 
that the school work is too hard, their interest to stay in school will 
diminish. As a result, their grades will be lower. If they see teach¬ 
ers' rules as unfair, it will affect, in a negative way, their interest 
to remain in school. The more favorable the school environment is, the 
higher students' interest to remain in school will be. 
Analysis of the open-ended section of the survey instrument pro¬ 
vided evidence that the students, indeed, feel responsible for their 
success or failure in school. The majority of those students who 
answered this section seemed to have a lack of motivation regarding 
their studies. However, they acknowledged other sources interfered 
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with their school work: lack of time to do homework because they 
hold a part- or full-time job; and some students faced a hard time 
concentrating on their studies because of personal/family problems. 
Recommendations for consideration in improving the school system 
were provided: revise school rules, improve student/teacher relation¬ 
ships, start classes later in the day, make bilingual students feel a 
part of the school, make classes harder and give more homework, make 
attendance policies stricter, hire more younger teachers, and 
establish alternate classes. 
It was found from the data analysis that students' level of 
satisfaction in school is very high. They seem to be happy in the 
school environment as well as with their teachers. Students recognize 
the importance of a high school diploma, and they really want to 
finish high school. However, there are some external factors affect¬ 
ing, in a positive/negative way, students' level of satisfaction: 
family, work, peer pressure, and personal/family problems. 
It is interesting to note that students feel responsible for 
their success or failure in school. They are aware of the consequences 
that their actions have upon their school and academic performance. 
School life runs from kindergarten to high school. If the student 
is facing any problem during his/her school life, this should be taken 
care of at the earliest moment. When the student reaches the high 
school level, it could be too late to solve the problem. 
From the data collected, the researcher has concluded that school 
alone cannot solve the problems that our youth are facing today. The 
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role of the family is transcendental, as are the contributions that 
other social institutions offer to our youth. 
It was also evident that, even though some students need to work 
to support themselves and help their families, students' part- and 
full-time jobs are, in some cases, affecting their school work. 
Students are not supposed to work more than 20 hours per week. How¬ 
ever, this rule is neither recognized nor reinforced by some corpora¬ 
tions. In this society, consumerism is important. Ayers (1989) has 
stated that television continues the assault of images; most young¬ 
sters watch far too much television, and much of the content they 
watch offers little educational value. 
Once students start earning money, it becomes a priority in his/ 
her life. In many cases, students decide to drop out of school; work 
full time; and earn more money to consume more junk food, fashionable 
clothing, jewelry, and other material things. 
It is clear that our society needs a revision and clarification 
of values in order to help our youth become healthy, educated, and 
productive. Psychologists are finding growing parallels between 
children of the urban rich and the urban poor. They both face the 
same kind of problems: broken homes, violence, access to drugs and 
alcohol, suicide, and sexual abuse. We should unite our efforts and 
do something now in order to keep our students in school and provide 
them with the tools necessary to take charge of their lives in a posi¬ 
tive way. 
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Recommendations to Improve Students' 
Level of Satisfaction 
A more effective school system is imperative if we really want to 
continue being a competitive and prosperous nation dealing with a 
world of highly technical, industrialized potentialities. There is no 
way other than education. Education will solve this situation. Educa¬ 
tion should be a priority in preventing problems in order to stand as 
a powerful nation. 
Students who need more help and attention are the ones from 
minority ethnic groups and/or poor families. In order to prevent 
future problems and help students, effective programs that combine 
work and education are urged. Other programs directed toward students 
who perform poorly because they are dissatisfied with the school 
environment and effective programs dealing with teenage pregnancy, 
drug abuse, alcoholism, and a meaningful curriculum are needed. Pro¬ 
grams can be effective if they are well defined and well structured, 
in which the needs of the nonrepresentative minorities are addressed. 
It is also recommended that parent participation in school activi- 
ties be encouraged as a vehicle for our youth to achieve more in school 
and as a part of a positive stimulation in their school life. The 
reality is that parents want the best for their children. It is very 
important for school programs to maintain a positive communication with 
parents. If parents participate more in school affairs, teachers and 
students will understand that parents care. Also, other social institu¬ 
tions should be involved to provide alternatives to our education system. 
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Schools cannot be isolated; neither can they deal with the variety 
of problems and demands our society is facing today. By involving 
everyone in our youths' educational process, we will be assuring equal 
educational opportunities for our students regardless of race, socio¬ 
economic background, and language. 
It is evident from the literature reviewed that student failure 
is not always the student's choice. If we keep justifying our 
inability to educate the poor and the culturally diverse population, 
we are failing and we are blaming the victim. It is necessary to 
unite forces in order to provide a meaningful education for each 
citizen. 
On the other hand, school administrators should offer intensive 
workshops for teachers, counselors, and the entire school staff to 
make them aware of the importance of holding positive expectations 
for the population they are serving. Without appropriate expectations 
for all students, teachers will be working without positive goals. 
They will be failures, and money will be the only motivation. 
Workshops for school staff need to be well structured and well 
organized and should include, as mentioned before, rising expectations 
for all students, building self-esteem, developing strategies for 
teachers to recognize students at risk in order to provide the neces¬ 
sary help on time--prevention rather than remediation. Efforts 
should be made to provide students with appropriate academic skills 
and a meaningful understanding of the students' cultural backgrounds. 
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Recommendations for Future Research 
There is a need to continue conducting research regarding our 
families in order to understand, deal with, and design goals accord¬ 
ing to the needs of children. We need to identify those students who 
hold a low level of satisfaction in school--who do not feel good in 
school (those at risk) — in order to prevent dropouts. 
Efforts should be made to design meaningful programs in order to 
help students at risk since early stages. It is imperative that we 
look for ways to attract parents and community members to school and 
identify reasons students drop out in order to develop preventive 
measures for the future. 
APPENDICES 
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APPENDIX A: 
STUDENTS' ANSWERS TO OPEN-ENDED QUESTION 1 
MAJOR PROBLEM REGARDING YOUR EDUCATION 
(ENGLISH AND SPANISH VERSION) 
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STUDENTS' ANSWERS TO OPEN-ENDED QUESTION 1: 
MAJOR PROBLEM REGARDING YOUR EDUCATION 
"No freedom, no fun; they won't let me look out the window. My 
parents bring me and pick me up after school." 
"School lunches are awful." 
"Not to give five hours for students that come late to school; stu¬ 
dents are really trying to come to school." 
Most of the time, I hardly have the time to study; and my major 
problem is that if I really study, I really don't learn anything." 
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STUDENTS' ANSWERS TO OPEN-ENDED QUESTION 1: 
MAJOR PROBLEM REGARDING YOUR EDUCATION 
(SPANISH VERSION) 
Estudio, pues muchas veces me pongo nerviosa." 
Que mejoren los maestros en su forma de ser y que aclaren mejor 
las clases." 
"El problema mayor es el idioma." 
"No me gusta la escuela ni estudiar." 
Cuando sal go del trabajo no tengo tiempo para estudiar." 
"Me afectan los problemas que tengo en mi casa y por el trabajo porque 
trabajo hasta tarde." 
"Problema en la casa, falta de comprension por los padres." 
"No me gusta el comercio." 
"Falta de comprension." 
"Falta de concentracion para estudiar en el hogar, falta de entusiasmo. 
APPENDIX B: 
STUDENTS' ANSWERS TO OPEN-ENDED QUESTION 2 
RECOMMENDATIONS TO IMPROVE THE PRESENT 
EDUCATIONAL SYSTEM 
(ENGLISH AND SPANISH VERSION) 
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STUDENTS' ANSWERS TO OPEN-ENDED QUESTION 2: 
RECOMMENDATIONS TO IMPROVE THE PRESENT 
EDUCATIONAL SYSTEM 
"Teachers should support the students not put them down." 
"Don't let fools take you out of school. Learn that what good 
education is for. I really appreciate all the teachers that I have 
and any helping." 
"Students should spend more hours in school." 
"They should stop suspending kids so often. They are supposed to 
help kids in school, and suspending them is not helping." 
"Trust a little more on students." 
"I think that teachers and students should put more effort into the 
education system. I have found that basically, in the past year 
and a half, most teachers are only here for a paycheck and not too 
concerned with our education. They also bring home problems to 
school and take them out on the students. Also, students need to 
put more effort into school work." 
"Get teachers that actually would like to teach students. Some 
teachers just sleep during class or give us work on the board for 
the week that he/she does their own thing." 
"I think that if you let the students have more of what they don't 
have now, to a point, then the students might respond better." 
"More teachers who care enough to teach students well; in all my 
life there was only one teacher who I thought did a great job in 
teaching." 
"Include more science and math. Monitor the students more thoroughly 
and be strict on punishment for absenteeism instead of other small 
things. Do not suspend students for being absent too much, make 
them go to In-House suspension." 
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"I think more teachers now are not teaching correctly. If we wanted 
to learn from a book, we can just read it. I think the teachers 
are there to teach, not to give us a book to read a chapter and 
learn the material. Anyone can do that. Some of the teachers do 
not care about the students and make school miserable for them. I 
really feel that sometimes the reason students fail is because of 
the teachers. I really think the teachers should help more." 
"Hire teachers that will teach and not just tell you what pages to 
do and when they are due. Class participation at the board (chalk)." 
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STUDENTS' ANSWERS TO OPEN-ENDED QUESTION 2: 
RECOMMENDATIONS TO IMPROVE THE PRESENT 
EDUCATIONAL SYSTEM 
(SPANISH VERSION) 
"Que tan siquiera una clase que mas guste, den mas tiempo." 
"No me siento bien en algunas clases que cojo." 
"Mas participacion en la escuela con los estudiantes bilingues." 
"La escuela debe tener mas material en el programa bilingue." 
"La unica recomendacion que puedo dar es que cada uno de nosotros 
pongamos de nuestra parte para asf poder tener una relacion 
buena entre hermanos." 
"Que no debe haber racismo." 
"Que den mejores clases que uno necesite para ir a la universidad 
y que mejoren el sistema de nutricion en la escuela." 
"Recomiendo separar los hombres estudiantes de las mujeres 
estudiantes." 
"Que recojan dos o tres muchachos que se pasan buscando 
problemas y que mejoren el sistema de lunch." 
"Tener mas actividades en la escuela para romper con la rutina 
de cojer clases y cansar los estudiantes, los maestros 
que expliquen mejor." 
"Menos trabajo, menos reglas estrictas, mas ayuda y comprension." 
"Que hagan mas actividades y que nos ensehen a valorar lo que es 
la escuela." 
"Que orienten mejor a uno." 
"Las normas de la escuela deben mejorar porque son un poco injustas. 
"Necesitamos mas equipo, habitos de estudios mas estrictos. 
"Que hagan mas actividades para despejar la mente un poco." 
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